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I dedicate this doctoral project study to my mother, Amy Louis Jenkins Williams, whom I
dearly called, Mama. I never imagined I’d complete any paper without her heavy edits and
complaining about the punctuation mistakes. But here I sit with memories of her and the
humorous, yet strict style of criticism of writing. Her sweet spirit whispered courage and
perseverance in my ear, just as her life exhibited in the 68 years you were on this Earth.
She was the most supportive and loving person I know. At any inkling of frustration, she
was there with the right words to put things back into perspective. She has been my rock and my
comfort. I could not have completed this massive task without her love and devotion to our
family. Growing up, we didn't have much in terms of material possessions and money, but she
deeply instilled the values of education, hard work, and spirituality into our lives with her words
and actions. I held tight to her life lessons taught through her storytelling, examples, and quotes.
These values have proven instrumental in the paths I have taken in my life’s journey. Her
approach of brutal truth was abstract at one time, but it is clear now. She often referred to how
life could be unfair. This dissertation is an attempt to make education fair for children.
I can see Mama smiling down from heaven because all students have a chance to a quality
education because of this dissertation. Quality education would lead to social justices and fair
opportunities for college and careers for our children. I dedicate this dissertation to Mama
because I know we shared this vision of breaking the vicious cycle of poverty that stems from
poor education. She dedicated her life to the schools, churches, community and streets so there
will be less of our children unemployed, school drop outs, addicted to drugs, unplanned
pregnancies/families, and incarcerations because there were teachers who changed the paths in
their lives, and now they have options and opportunities to lead happy, literate lives. She was
fearless. You’re legacy lives on through me, mama. I will carry the torch. Because I see it now,
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it’s not fair! But, I will do as much as I can; even when I’m tired, until as much as I can do is
done. Promise.
Mama, You were the best writer I knew, and you were my personal editor. I can’t believe
I completed this without you, physically. I know you are proud. I feel your spirit, I hear your
words, and your life inspired me to be an educator and writer like you. Although, I don't ever
think I will ever have the editing bug like you had, I must admit, I did pretty good with editing
this time. My life changed dramatically after you passed in February 2018. I honestly felt I could
not complete this dissertation without you, but your sweet spirit whispered courage and
perseverance, just as your life exhibited in the 68 years you were on this Earth.
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ABSTRACT
A Southern Louisiana charter school is in the initial phases of a Response To Intervention
(RTI). General education classroom teachers are responsible for all Tier 1 and 2 instruction that
included interventions in Tier 2. However, many teachers were unsure about the implementation,
of RTI and had negative experiences with RTI, describing the process as frustrating and
overwhelming. This case study examines teachers that have been effective in the process as
evidenced by an increase in in reading levels and student interest. The research explores the
teachers’ perceptions, experience, and knowledge of the current implementation of RTI. This
qualitative research project study uses Social Constructivism and Reflective Practice as
theoretical frameworks. The research questions center on the perceptions, knowledge, and
experiences of Tier 2 RTI. The study of effective teachers provides efficacy in meeting the needs
of students. The purpose of the study is to identify practices, experiences, knowledge and
perceptions of effective teachers of Tier II intervention. Data collected from individual
interviews, and observations are analyzed using open coding. Themes and concepts emerged
from the interview and observational data. These findings potentially lead to the development of
information to provide educators with more knowledge about Tier 2 implementation and datadriven decisions in the RTI process. Because it may strengthen the implementation and
effectiveness of Tier 2 level interventions in the general education classroom, the project has the
potential to decrease the number of students referred for special education evaluation and
placement. Strengthening RTI increases the number of students that achieved their literacy goals
and confidence in reading.
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CHAPTER 1: INTRODUCTION
Mistakes are a fact of life. It is the response to the error that counts.
- Nikki Giovanni
In my small hometown of Bastrop, Louisiana, no one was a stranger. Most people were
related, and I always felt safe growing up. But just to be sure of our safety, there were two
general rules for kids growing up in our neighborhood – be home and inside by the time the
streetlights came on and stay away from the Tree Monster! The Tree Monster was a tall and thin,
brown-skinned man that was frequently seen near wooded areas. His clothes were crusted with
dirt and grime. He wore large black knee length rubber boots and a dark red skullcap. No one
ever heard him speak as he walked the streets and trails throughout the days. All of the town’s
children were terrified of him because he always carried an ax. The stories were told throughout
town that if you were outside after the streetlights came on, the Tree Monster would chop you
with his ax! Although I was frightened by his creepy appearance and the horrid stories, I still
wondered if there was any truth to the stories and questioned The Tree Monster’s true character.
One day, I was playing in a grove in my neighborhood when I saw a tall dark shadowy
figure standing behind a tree. It was The Tree Monster! I stared at him, close enough to have
time to escape if he came after me with his ax. Much to my surprise, his demeanor was calm, and
he didn't seem like a monster at all. I continued as he walked slowly through the grove and
looked up as if he were staring in awe of something exquisite. The sun was blazing and
unbearable. By this time we both were sweating profusely, but he didn't seem to mind at all. He
touched the leaves of the trees gently as if he were rubbing the cheek of a baby. He didn't smile,
but I sensed a calm satisfaction as he went around to trees and shrubs, pruning and cleaning the
grove. I was intrigued about how he interacted with nature in a way that I had never experienced.
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I was still hesitant, but I slowly moved closer to The Tree Monster and asked him what
was he doing? I asked would he chop me with his ax and he started laughing. His laughed
calmed my apprehension, but he never looked up. I stood close to him and waited for him to look
up. All I could see was the red skullcap and his thin face with large lips until a friendly squirrel
leaped to him and started to play. I could see his eyes light up under the dirty red cap. I knew
then, he could never chop me with his ax because I realized he was not a monster. He gave the
squirrel some seeds from a pack he had attached to his waist. I stood amazed and quietly watched
the squirrel leap and play with what I once thought was a monster. Then he said, “lil fellow is
hungry” as he continued to feed and play with the squirrel. Although he’s a tall man in statue, his
voice was soft and squeaky like a shy kid. I could finally see his eyes and instantly felt drawn to
them because they looked weary yet as rich as the grove’s soil. Even in the scorching southern
sun, the nature’s grove was his tranquil retreat where he enjoyed life outdoors. His gentle
character revealed his pure nature loving soul.
I began to have a conversation with the Tree Monster who told me his name was Larry,
and he worked as a lumberjack to help trees grow healthy. I began to call him Tree Larry instead
of The Tree Monster. I observed his actions and learned his personality through our
conversations. Tree Larry taught me significant things about trees and their benefits. He even
explained how he helps people by cutting branches that could fall and hurt people, houses, or
animals. Through my conversations with Tree Larry, I learned what was not visible to others,
and it sparked an interest in my town’s natural resources and conservation.
When I became a teacher, my class, parents and community members had an annual
project for Arbor Day to plant trees and maintain them throughout the year. Students became
aware of the benefits of trees and worked to be good conservationists like Tree Larry. The theme

2

sparked a curiosity that inspired them to learn more about trees through research. The Tree
Monster story has been passed down through many of my classes, and my students were just as
fascinated as I was at their age. The Tree Monster story teaches an important lesson about
research and life. I made a mistake by judging him based on my own fears from what I was told
from others and observed from afar. If I were not brave enough to converse and observe Tree
Larry closer, I would have missed a valuable opportunity to learn his true nature. It is because I
conversed with Tree Larry and observed him in his natural environment that I learned
extensively about trees, natural resources, and conservation. I was inspired to teach others about
natural resources. My classes were awarded grants to continue the program, and we were
recognized in the local newspaper and a network film portraying the project that helped improve
our environment through planting and nurturing trees.
After my interaction with Tree Larry my mind began to bloom like a flower touched by
the sun’s rays after a long winter season. He sparked a new insight into how I began to view and
understand people. Tree Monster was an old dusty book on my bookshelf. A book that was not
appealing by the cover- grimy, worn, and dreary. It wasn't until I chose the book and began to
read that I realize the book wasn’t at all as it seemed. It was quite interesting and I learned how
to open books that I am not likely to read and explore the experiences, perceptions, and true
essence of others.
Introduction to the Problem
In an attempt to improve a South Louisiana failing charter school of three years, a room
filled with general education teachers discussing their thoughts of strengths, weaknesses,
opportunities, and threats of our school (SWOT Analysis) in October of 2016. When describing
the school’s weakness, many of the teachers expressed negative feelings that stemmed from what
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they described as unrealistic expectations and a distressing workload. Several responses to RTI
Tier 2 classroom interventions were a common complaint among most of the teachers. They
referred to the process as “a headache,” as well as, “exhausting,” or, “too much paperwork,” plus
“ineffective,” and “just something else to keep me busy.”
Despite the many issues surrounding RTI, there were a few teachers that voiced their
positive experiences and successes. These teachers expressed their enjoyment of having a small
group of students and being able to observe specific deficiencies as they worked with them. They
also agreed that the work was exhausting, but the results they've seen from the process makes
RTI worth it. The few teachers that had opposing, but positive views of RTI differing from the
majority, intrigued me and caused me to wonder why they had such perceptions. Their comments
and views sparked an interest in me regarding what made their literacy intervention sessions
effective.
When we study people, researchers are often interested in the average. If we study what
is merely average, we will remain merely average. When we stop studying the average and begin
researching positive outliers, people who are above average for a positive dimension like
optimism or intelligence, a wildly different picture emerges. Our daily decisions and habits have
a huge impact upon both our levels of happiness and success (Achor, 2011).
Problem Statement
The perceptions of RTI by teachers were revealed to administration at the school and the
literacy achievement scores seemingly paralleled the frustration that the majority of teachers felt.
Close examination of subgroup performance from 2015-2017 reveals that achievement results
(for students from economically disadvantaged backgrounds, minorities and those challenged by
disabilities) decrease as students progress to higher grades and do not match the learning
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outcomes for the student population as a whole. Although there is evidence of increased student
achievement in 2016-17, the overall stagnant state of students scoring in the lowest 25 percentile
is alarming (Louisiana Department of Education, 2015-2017). This pattern of lack of growth
among subgroups may largely be due to the lack of consistent, targeted, and focused
interventions that differ based on students’ need in conjunction with other limited resources from
their backgrounds. Effective teachers can provide the scaffolding and support to meet the
increased rigor of standards students need to meet grade level expectations (Shanahan, 2010).
The three-tier model is the most popular approach to RTI. However RTI is a flexible
program and may be applied in different ways in different locations. Klotz and Canter (2006)
emphasize that while federal regulations offer guidance; each school district must develop and
implement its own procedures based on state regulations, resources, and the needs of its students.
Although there are a variety of ways RTI can be implemented in schools, many schools do not
have the freedom to choose the RTI structure they will utilize, instructional approaches,
schedules, curriculum, interventions, or assessments. And in many cases, teachers are not invited
to decision-making meetings along with specialists and interventionists to discuss instructional
approaches, curriculum, interventions, or assessments. Many of those decisions have been
designated by state mandates that are usually not communicated well to teachers that are required
to ensure the program is implemented as designed and working effectively. This approach to RTI
can often leave teachers confused and frustrated (Howard, 2009). Schools are implementing RTI,
but issues arise during the process, because it is unclear what implementation looks like in
practice (Gessler-Werts, Lambert, & Carpenter, 2009). RTI is a program based on the needs of
the school, grade, and student. It is difficult to provide an exact model when it cannot be
predetermined. It is a process that happens as it is executed.
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For many teachers that are used to using a script for all students, the process can be
complex. For many educators, the question as to how should RTI be implemented in schools still
remains. There is no fixed or easy answers to what effective RTI looks like. In this study, I will
investigate teachers that have been effective in learning RTI practices and whom have produced
positive literacy results for children.

Purpose of Study
How literacy is taught has changed in the last decade with the advent of the Common
Core State Standards (CCSS) (National Governors Association Center for Best Practices,
Council of Chief State School Officers, 2010) and implementation of rigorous standards that go
beyond basic literacy skills requiring critical thinking and writing proficiency (Strickland, 2010).
There is an intense need for an increase in literacy skills and achievement in schools. RTI has
been mandated in states to improve the performance of all students especially those at risk for
failure (IDEA) of 2004 (P.L.108-446). To meet the demands of rigorous literacy standards,
educators must understand ways to effectively implement RTI. The purpose of RTI is to focus on
the diverse needs of students. This emphasizes the need to try differing techniques in
intervention and valuing the input of practitioners (Noell, Freeland, Witt, & Gansle, 2001). The
purpose of the study is to identify the practices and qualities of teachers who have effectively
implemented literacy RTI Tier 2 interventions in their classroom to strengthen the
implementation and effectiveness of Tier 2 level interventions for other educators. Effective
implementation of RTI has the potential to provide prevention and close the learning gaps of
children in the least restrictive environment with the general education teacher (Gunning, 2008).
The participation in this study involves reflection and discussion. The process of reflection and
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explaining knowledge about RTI can cause teachers to realize they may need clarification and
seek to understand gaps in concepts of RTI implementation. My assumption as a researcher is the
participants of the study will likely improve their practices over the duration of the study by
understanding the meaning of their work in a deeper way explained by qualitative research. The
following questions were relevant to the frame of the teachers’ successful intervention practice.
RQ1. What are the educational experiences of general education teachers in a south
Louisiana charter school that have displayed growth of their students’ reading ability after
implementing RTI Tier two interventions? (Wilcox et al., 2013; King, 2011).
RQ2. What are the educational perspectives of general education teachers in a south
Louisiana charter school toward implementing RTI Tier two interventions? (Hahn, 2015; CastroVillarreal, Rodriguez & Moore, 2014).
RQ3. How do general education teachers in a south Louisiana charter school select
pedagogical practices that result in growth of their students’ reading ability after implementing
RTI Tier two interventions? (Karcher, 2014)
RQ4. What are the qualities of a general education teacher that have displayed growth of
their students’ reading ability after implementing RTI Tier two interventions? (Farrington et al.,
2012; Heckman & Kautz, 2013; National Council of Teachers of English, 2014).
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Figure 1.1 Investigation of effective teachers’ literacy practices conceptual framework
(Whitfield, 2018).
Theoretical Framework
Response To Intervention is a general education initiative that relies on understanding
students’ learning needs and ways to reach them during the intervention sessions. It also consists
of open communication in RTI decision-making meetings. During these meetings, interventions
and classroom methods are discussed. The meetings are a constructive way to collaborate
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(Mellard, 2010). Using this method, educators collaborate, communicate, and reflect about ways
they can make responsive decisions during sessions and future decisions about the practices for
implementing and improving instruction and intervention. The RTI problem-solving model is
used at the selected school and it relies heavily on the reflective thought, collaboration and
communication theoretical underpinnings of John Dewey (1933), Donald Schön’s (1983) and
Gibbs (1988) Reflective Learning Theory. There are several models of reflective practice theory,
but they have the same process as learning from experience. The Reflective Learning Theory is
relevant to RTI due to the reflective nature of teachers to improve intervention and approaches to
reach students in Tier 2.
Reflective Learning Practice Theory
Teachers gain new insights of themselves and their practice through the Reflective
Practice process. The process of learning through experience often involves examining
assumptions of everyday practice (Boud et al 1985; Boyd and Fales, 1983; Mezirow, 1981,
Jarvis, 1992). It also tends to involve the reflector in being self-aware and critically evaluating
their own responses to their practice. The benefit of the Reflective Practice is the valuable
opportunity to examine the areas of growth needed and positive experiences during the lessons to
gain new understandings and improve future practice.
The reflective practice is a significant component in attaining skills and strategies needed
for implementing effective RTI to students (Osterman & Kottkamo, 2004). Teachers and
students build knowledge as they reflect in active problem-solving during effective
implementation of RTI intervention which also requires teachers collecting instructionally useful
data on each student as well as their own teaching, and constructing useful instruction and
productive, purposeful discourse. Through specific, differentiated professional development, the
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focus can be on effective instruction, prevention models, and the development of teacher
expertise and efficacy.
Gibbs' Reflective Learning Practice Cycle
The theoretical approach of the Reflection was extended by Gibbs (1998) to include the
teachers’ reflections on their thoughts and feelings. The process is represented as a cyclical
model. (See figure A). This model is based on a six-stage process that begins with a description
of the experience to conclusions and considerations for future events. The Gibbs' Model is
particularly significant to this RTI study because it seeks to understand teachers’ perception and
experiences about RTI. Gibbs Model is broken down further to encourage the teachers to reflect
on their own thoughts and feelings. The model is an effective tool for researchers that value the
impact the true depth of the experiences by exploring thoughts and feelings of the teachers. The
Gibbs Model has clearly defined stages:
1.Description –The experience is described as a factual account of what happened in the
classroom.
2.Feelings-The teacher explores any thoughts or feelings they had at the time of the lesson.
Feelings and examples can be explained that references the teaching experience. 3.EvaluationThe teacher has an opportunity to discuss what went well and analyze their practice. It is also
important to consider areas needed for development and things that did not work out as initially
planned. This evaluation should consider both the teacher’s learning and the students’ learning.
4.Analysis-The teacher makes sense of the experience by considering what might have helped the
learning or hindered it. Relevant literature or research can be discussed to help make sense of the
experience.
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5.Conclusion-The teacher draws all the ideas together to understand what they need to improve
with some ideas based on their more extensive research.
6.Action plan- The teacher sums up all previous elements of the cycle and create a step-by-step
plan for the new learning experience. The plan should include what they will maintain, what they
will develop and what they will do differently.
The Reflective Practice Model is a systematic process for teachers to make connections
from one experience to the next to ensure students make growth in literacy. In Gibbs' model the
first three stages include what happened. The final three stages relate to making sense of the
experience and how the teacher can improve the learning outcome (Gibbs, 1988). The reflective
process encourages teachers to think critically about teaching and learning while using problem
solving methods to improve instructional practices. The Reflective Practice creates an
environment of collaboration that is conducive for teachers to share best practices and draw on
others for support. Ultimately, reflection makes sure all students learn more effectively as
learning can be tailored to match student needs.
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Figure 1.2 Gibbs’ reflective cycle (Dye 2011, p.230)
Response to Intervention Introduction and Background
The RTI framework is a system that utilizes formative data, and is effective for
improving achievement for all students (Johnson & Mellard 2007; McCook 2007; Wright 2007).
When RTI is implemented effectively, students with academic difficulties can be identified
before the achievement gap widens and students are referred for special education placement.
Interventions that are evidence-based and match student need have been paramount to improving
student achievement (REL Southeast, 2007). Within the RTI framework, progress is monitored
frequently to make adjustments in instruction or goals and a child response to intervention data is
used to make informed educational decisions.
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Although every state and school system has their own RTI plan, most plans are similar in
including the following features: (a) scientifically based teaching strategies in the general
education classroom, (b) universal screening to identify students at risk for underachievement,
(c) research-based interventions alongside progress monitoring, and (d) a three-tiered approach
to interventions beginning with classroom instruction, proceeding to small group instruction, and
progressing to one-on-one or extremely small group instruction as needed (Ebbert, 2011). While
continuously monitoring data during the intervention process, a decision may be made to return
the student to Tier I in accordance with adequate growth in his or her progress (Ebbert, 2011).
Frequent data collection and analysis is a critical component of RTI, which allows teachers to
modify instruction before students have fallen too far behind. Students who are most at-risk
move up the tiers based on their response to the intervention that has been selected to meet their
needs. The progression through the tiers is defined most by a screener to determine where
students rank in comparison to other students.
Although RTI has roots in special education as a result of a provision in the 2004
reauthorization of the IDEA, it is not solely about special education. General education teachers
are responsible for the first two tiers of instruction before a reading specialist, literacy coach, or
perhaps an interventionist, pulls students for more intensive interventions. Students are required
to go through the RTI process of each tier for 6-12 weeks before making placement and/or
referral decisions as well as notifying families of such a decision. There has been a shift in
historical teaching practices of referring struggling students for special education assistance,
toward addressing student learning difficulties through student responsiveness to intervention in
the general education classroom setting. Many new and 2nd career teachers may not understand
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or agree with this change because it increases the workload for teachers and makes them
accountable for all students.
Recently, priority has been placed on developing RTI due to the Every Student Succeeds
Act (ESSA) of 2015, P.L. 114-95, which allows schools to use grant, funds to implement
interventions. This act places emphasis and tracks the growth of all subgroups, especially those
students that are identified as disadvantaged. The ESSA propelled RTI with its accountability for
all students, which placed urgency for students with learning gaps because school ratings would
now be determined by the growth of all students. Although RTI and ESSA are both multitiered
systems of support, ESSA is a holistic design that includes academic, behavioral, and emotional
support by promoting a positive school climate.
The primary goal of RTI models is improved academic outcomes for all students. The
secondary goal of RTI is to provide data that can provide helpful information for the
identification of learning disabilities (LDs). Incorporating instructional response into
identification represents a controversial shift away from discrepancies in cognitive skills that
have traditionally been a primary basis for LD identification. RTI processes potentially integrate
general and special education. This can potentially decrease the number of students mistakenly
referred for special education evaluation and placement. Although special education services are
significant to education and students with learning disabilities, the goal should be to prevent
misdiagnosis and over representation of subgroups due to evaluation for students with learning
gaps, not learning disabilities. The process of referring students relied on professional judgment
instead of systematic screening. (Kavale, Kauffman, Bachmeoer, & Lefever, 2008).
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RTI Framework
Schools have used the RTI framework as a fundamental delivery model to meet all
students’ academic and behavioral needs in a general classroom setting (Ogonosky, 2008). In
order to improve students’ outcomes, the implementation of this model was supported by federal
education legislation, such as the No Children Left Behind Act (NCLB) in 2001 and the
Individuals with Disabilities Education Improvement Act (IDEA) in 2004 (Maag & Katsiyannis,
2010). According to the National Center on Response to Intervention (2017), the RTI framework
is defined as a multi-tier approach to the early identification and support of students with
learning and behavior needs. The RTI process begins with high-quality instruction and universal
screening of all children in previous studies have determined three important features that
distinguish a successful RTI framework: identifying risk through multistage screening,
determining a suitable level of instruction through multistage assessment, and supporting the
intervention by a special education rule. (Fuchs, Fuchs, & Compton, 2012, p. 3)
Study and RTI Definitions
In this section, I define common vocabulary and terminology that are specific to RTI and
relevant to this study so readers can understand the precise language and interpretation used by
the research. Definitions are as follows.
Accommodation: Any change made to instruction and/or assessments that does not
change expectations for performance or modify the construct that is being measured (No Child
Left Behind, 2001; IDEA, 2004; Mellard, & Johnson, 2008). Effective: The knowledge that one
has the capacity to make a competent difference and the willingness and ability to act
accordingly (Bandura, 1982; Costa, & Garmston, 1994). Experience: (a.) emphasizes the
importance of having been personally affected or gained knowledge through personal
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experiences or gained knowledge through direct observation (Moustakas, 1994);
(b.) the length of time of employment.
Intervention: Systematic and explicit instruction that is provided to accelerate growth in
an area of identified need. Interventions are designed to improve performance relative to a
specific, measurable goal. Interventions should be based on valid information about current
performance and be realistic in terms of implementation; they should also include ongoing
monitoring of student progress (Fuchs, & Fuchs, 2008; McIntosh et al., 2011; Owacki, 2010).
Learning disability: An assessment conferred on a child who has been provided with ageappropriate learning experiences and instruction but who has not met state- approved grade-level
standards in one or more of the following areas: oral expression, listening comprehension,
written expression, basic reading skill, reading fluency skills, reading comprehension,
mathematics calculation, and mathematics problem-solving (IDEA, 2004).
Learning gap: The difference between what a student has learned and what the student
was expected to learn at a certain point in his or her education, such as a particular age or grade
level (Strickland, 2002).
Progress monitoring: A scientifically based practice that is used to assess students’
academic performance and evaluate the effectiveness of instruction. Progress monitoring can be
implemented with individual students or an entire class. The process is also used to monitor
implementation of specific interventions (Hoover, 2011; National Center on Response to
Intervention, 2010; Owacki, 2010).
Universal screening: A time-efficient screening that is administered three times per year
to assess students’ current levels of performance in a content or skill area (Hoover, 2011;
Owacki, 2010).
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Practice: systematic instructional approaches, methods and strategies when teaching to
accelerate growth in an area of identified need. Interventions designed to improve
performance relative to a specific, measurable goal based on current performance, and include
ongoing student progress monitoring. (Fuchs, & Fuchs, 2008; McIntosh et al., 2011; Owacki,
2010).
Problem-solving Approach to RTI: Assumes that no given intervention will be effective
for all students; generally has four stages (problem identification, problem analysis, plan
implementation, and plan evaluation); is sensitive to individual student differences; depends on
the integrity of implementing interventions (Reschly & Tilly, 1999).
Problem-solving Team: Group of education professionals coming together to consider
student- specific data, brainstorm possible strategies/interventions; and develop a plan of action
to address a student-specific need (Reschly & Tilly, 1999).
Qualities: Characters one possess; attributes that determine the life based nature or
behavior of a person (Chan, 2011).
RTI Systematic Process
The RTI process: (a) screens all children for literacy deficiencies; (b) monitors the
progress of children at risk for difficulties in these areas; and (c) provides increasingly intense
interventions based on the response to progress monitoring assessments (Vaughn & Fuchs,
2003). Those children who do not respond adequately may be referred for a comprehensive
evaluation for eligibility for special education services. Through the comprehensive evaluation,
some children will be eligible for special education and others may need alternative services
because their difficulties in learning are not due to a learning disability (LD) or other type of
disability consistent with a need for special education.
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All students are screened and those at risk for academic problems are assessed frequently
(every 1–4 weeks) on short probes designed to assess progress over time (Stecker, Fuchs, &
Fuchs, 2005). Children who do not achieve specified levels of progress receive additional
instruction in small groups of three to five students for 20–40 minutes 3-5 days weekly (Tier 2,
targeted intervention). If the child does not make adequate progress in secondary intervention, an
even more intensive and individualized intervention (Tier 3, intensive intervention) is provided
that may involve smaller groups, increased time in intervention (45–60 minutes daily), and a
more specialized teacher. Progress is monitored weekly or biweekly.
The RTI Literacy Conceptual Framework Model Figure 1 indicates the flow of students
within tiers and the specifics of what consists within tiers. The visual representation provides a
reference for the emphasis of increased (skill, duration, frequency) literacy interventions
according to the tiers/needs of students. This model provides mergence with special education
because inadequate instructional response allows for determination of adequate and inadequate
responders and provides a framework for implementing seamless interventions between general
and special education (Gunning, 2010). Table 1 specifically identifies the expected percentage of
students in each tier and descriptions including what’s generally provided in each tier, the
duration and frequency of each tier.
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Figure 1.3 RTI conceptual framework (Whitfield, 2019)
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T3- Intensive
Interventions
•
Customized
•
Pull out
•
Reading
Specialist/
Interventionist
•
1-3 students
•
Progress
Monitor Weekly
T2-Targeted
Interventions
•
Small group
•
Classroom
teacher
•
Additional
time
•
4-6 students
•
Progress
Monitor
biweekly

T1- Core
Instruction
•
All students
•
Quality
Instruction
•
Classroom
teacher
•
Differentiated
Instruction

Table 1.1 Multitier RTI System
Tier

Population

Description

1

All students
(80-85% of students are
responsive)

Universal screener; High quality core balanced reading
instruction; Differentiated instruction by instructional
level

2

Students needing additional Small group evidence-based targeted intervention(s) of
support after receiving Tier moderate intensity; Guided Reading Double Dose with
1 (10-15% of students)
scaffolded supports; three-five students; 20-40 minutes 35 days a week

3

Students that show minimal Individualized targeted intervention(s) of increased
response to Tier 2
intensity; Reading component skill development of
interventions
phonics, vocabulary, comprehension etc. and reading
(5-10% of students)
practice with strategies; one-three students; 45-60
minutes 5days per week

4

Students that qualify for
Instruction tailored to specifics of Individual Educational
Special education Services Plan (IEP) developed for the student; time varies and is
after RTI
reviewed and/ or updated annually

Note. Adapted from the National Center for Learning Disabilities (2008).
An integrated data collection and decision making team is required to implement RTI
effectively and make good instructional decisions at each tier (Scruggs; Mastropieri; Batsche
2006). Togneri (2003) suggests that schools should use multiple measures of student
performance because data plays a critical role in instructional decision-making. Student progress
data drives instruction or intervention in the RTI process. Intervention duration is 6-12 weeks
before moving between tiers based on the recommendation of the Decision Making Team. Data
is integrated using data collection and assessment systems in a manner that is useful, relevant,
and easily accessible for teacher use. The implementation of RTI is a complicated procedure and
decisions at each tier require considerable thought and discussion. The flow chart in Figure 2
provides an overview of the process of how the Decision Making Team is involved in from
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beginning to end. The plan appears clear cut if this happens, then we respond as so on. But the
process is not as clean as it looks. In most instances, there is a room full of literacy educators
with varying ideas and philosophies concerned about a child’s progress and how to get better
results.
The flow of RTI can be complex, but the RTI framework designed by Burns 2014,
conceptualizes the process for decision-making based on determining factors. The chart displays
the flow of how to accelerate learning in the students’ regular classroom setting. The concept
provides a framework for identifying students who have deficiencies evident by universal
screeners and benchmark assessments. The flow chart illustrates the increase in interventions
provided to students according to their response to intervention. Decisions are made to increase
or decrease in teacher-to-student ratio, frequency, intensity, and progress monitoring. Research
based instructional practices are at the heart of RTI. The flow is not absolute, because teachers
and other stakeholders analyze various data points, background and circumstances to ultimately
make the best decision for students.
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Figure 1.4 CK Burns RTI flow-chart
Adapted from Burns 2010, updated in 2014.
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Two Approaches to RTI-Problem Solving and Standard Treatment Protocol
Problem Solving Approach
The problem solving model is associated with a problem-solving process in which a
shared decision-making team identifies an academic problem, proposes strategies that address
the problem, evaluates the outcome, and then reconvenes to consider whether the problem has
been resolved, leading to improvements in learning (Reschly & Tilly, 1999). In the problem
solving approach, the utilization of a team for selecting interventions and making decisions
allows for more brainstorming and flexibility in the process. Because the school-based team has
a menu of intervention options from which to choose, a student can receive instruction that is
aligned more closely with individual or specific academic needs. The problem solving approach
assumes that no specific intervention strategy or program is effective for all students. The team
can choose an approach and strategies based on student need and their expertise. Generally the
problem solving team makes the decisions to: identify the problem(s), analyze the problem, and
subsequently plan the implementation and evaluation. The problem solving team should be able
to specialize in the area of differentiated instruction to specifically address individual student
differences. On the other hand, the quality of the instruction depends on the integrity of
implementing interventions, which depends on skills, knowledge, and training of the team
personnel who plan each individualized program. The prescribed instruction should include
many strategies that can be used to reach each student’s needs. Perhaps a student is not a visual
learner, but kinesthetic and has problem with phonemic awareness. The sound chips or clapping
would be an effective strategy to meet that particular student’s need. Although students may
have deficiencies in phonics, teachers should assess the student and target the specific areas of
needed support. In the problem solving approach, teachers are free to use phonics strategy
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instruction as they see fit for the individual students or small groups’ needs. If students have
studied word parts and patterns but still have difficulties pronouncing words with the same
patterns, teachers may choose to use lesson strategies in pronounceable word part, analogy, and
context. These strategies will assist students with the keys to unlocking unknown words when
encountering text (Gunning, 1995). As students encounter words they can read within context
and understand the parts of the words, this will lend to understanding of vocabulary and thus the
text, which is our ultimate goal of reading.
Standard Protocol Approach to RTI
In contrast to the problem-solving approach, the standard protocol approach to RTI did
not differ from student to student. This approach, which was commonly practiced in schools,
featured interventions intended for small groups of students who presented with the same
academic problem (Bender & Shores, 2012). It uses one research- validated intervention for all
students and often referred to as a “one-size fits all, prescriptive type of intervention” (Lose,
2007, p. 277). This approach involved a fixed duration of services that were delivered in small
groups or individually. Determinations about student progress were made at the end of the fixed
duration or trial period. Fuchs and Fuchs (2006) reported students who responded positively to
intervention during the trial were viewed as “remediated and disability-free and are returned to
the classroom for instruction” (p. 95), and students who were unresponsive received more
intensive intervention.
Both approaches to RTI utilize universal screening, multiple tiers, early intervening
services, validated interventions, and student progress monitoring to inform decisions. The main
differences between the two approaches lie in how instructional decisions and placements are
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made and in the number of interventions used with individual students. Schools determine which
approach is best for their needs with some schools utilizing a combination of the two approaches.

Ideal Implementation of RTI within a Literacy Framework
An ideal implementation of RTI would promote positive outcomes in reading such as
gains in reading ability of independent use of strategic actions for comprehending text. Ideal
implementation would develop effective systems for students to become proficient using “ in the
head” strategies for processing literature. These actions extend beyond reading and the basic
understanding of the words, but also the direct and indirect meanings of the language, which
would include students discovering and experiencing the joy of reading.
Increasing levels of research-based interventions that meet the needs of students informed
by formative student data will provide the personalization some students’ need for success.
Fountas and Pinnell (2010) stated RTI provides a rich instructional design by placing
responsibility for students’ literacy success in the hands of teachers. This allows teachers to
intervene early in children’s education before they have experienced failure and fallen too far
behind.
An ideal RTI program is implemented so teachers are the first and second lines of
defense. They notice when students are not responding well in Tier one and can quickly catch
them up in their classroom during tier 2 instruction. The child’s teacher knows her best and is
best equipped to work with deficient skills observed during tier 1 and 2. The approach is ideal
because it is proactive and makes all teachers accountable for the literacy success of students.
RTI is unique and effective because we can create a high quality general education instructional
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program so responsive to the unique classroom needs that the majority of our students (80%85%) will not need additional supports.
The 15-20% of students who did not respond well to Tier 1 will be provided more
intensive tiers of support options with a classroom teacher in a regular classroom setting. The
classroom teacher working with students in a smaller group setting allows teachers to be more
attentive to reading behaviors and respond through the appropriate strategies that meets the
individual needs of students. Effective views of literacy maintain collective ownership of
through responsive, differentiated, flexible approaches based on ongoing and varied assessments.
This critical school wide collaboration allows teachers to work toward a singular common goal the success of every child as they enjoy reading (Fountas & Pinnell, 2010).
The ideal Tier 1 instruction should also be research based reading strategies that include
balanced literacy and differentiated instruction for all students. In many instances, teachers
substitute differentiated instruction with leveled readers for RTI or vice versa. Differentiated
instruction should be included in tier 1 instruction for all learners. Ideally, RTI sessions are in
addition to the Tier1 differentiated instruction. Ideal and effective RTI in early childhood is
especially important because the appropriate building of foundational learning and skills can
decrease the need for intervention of skills in upper grades. To ensure teachers have clarity and
effectively implement RTI, identification of effective instructional strategies within a
Professional Learning Communities (PLC) and job embedded differentiated professional
development that includes monitoring, coaching, support and co-teaching during instructional
delivery should take place (Tileston, 2009).
A key component of RTI is identified in the problem solving approach to RTI. This
approach to RTI involves working with a school-based team to (a) consider student performance
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data to place and move students within tiers, (b) identify learning deficiencies, (c) develop
interventions to solve those problems, and (d) evaluate the effects of the interventions on the
defined problem or problems. This approach is ideal because interventions are flexible and can
be used to fit the needs of individual learners and homogeneous groups (Gunning, 2010).
RTI is a relatively new term in education, but the ideals inherent in RTI were highlighted
in 1995 when Allington and Walmsley (2007) published the edited collection No Quick Fix:
Rethinking Literacy Programs in America’s Elementary Schools. The book cautioned against
fragmentation of support services and advocated proven support models for struggling readers
and the concept of a tiered approach to teaching and intervention. It emphasized the need for an
instructional framework, intervention, ongoing assessment, and multimethod and multilevel
instruction.
One point of agreement among researchers is the recognition that each child is different.
Literacy educators cannot then, conclude that there is only one way to approach learning,
particularly with struggling readers. Many schools expend time and energy trying to determine
which commercial package is the perfect recipe, but the beauty of a framework is that it isn’t a
recipe. A framework requires a descriptive view of the key features of literacy while maintaining
wiggle room within this view. The framework provides the structure on which we hang
thoughtful and proven approaches to reach every child (Howard, 2009). In that sense, research
supports the notion of instructional differentiation and one-size-definitely-does-not-nor-everwill-fit-all in reading instruction (Shanahan & Lonigan, 2009). Students that do not respond well
to Tier 1 instruction should engage in instruction that is more intense and individualized. An
ideal program for RTI should include various strategies for reading that best meets the specific
needs of the learner. The strategies, content/ components and approaches to teaching may vary
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according to what is observed and determined by the problem solving team for each child or
homogeneous groups (Strickland, Ganske, & Monroe, 2002).
An effective RTI literacy framework should maintain a balance between explicit skill
instruction, guided practice, and independent application. The RTI framework supports varied
instructional practices that reflect the gradual release of responsibility (Pearson & Gallagher,
1983). Learning occurs through teacher modeling, shared and guided instructional support, and
independent practice. Explicit instruction allows teachers to intentionally demonstrate important
reading skills and strategies to build a solid foundation. Teachers can then offer a diminishing
system of support with shared or guided reading as students apply and practice these skills and
gradually transfer their learning to independent use.
Independent application is the end goal. As suggested by Howard, (2009) an ideal RTI
system should include:
•

Balanced literacy instruction using quality books on the instructional level, word
study, writing instruction, and diagnosed targeted component of reading. – not just
one fragmented reading area/component and /or component.

•

Small group differentiation RTI makes the classroom teacher the primary provider of
thoughtful and well-planned intervention. RTI must include flexible grouping that
allows teachers to target instructional needs and adjust instruction within and beyond
the general curriculum. Tier 1 should include wide variety of homogeneous and
heterogeneous small-group experiences, such as carefully organized day-to-day
guided reading, literacy centers/workstations, student conferences, and side-by-side
activities.
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•

Authentic literacy experiences. Instruction includes teacher-directed, teachersupported, and independent activities, such as teacher read-aloud, shared and guided
reading, independent reading, and peer collaboration. Learning experiences revolve
around meaningful, high-interest resources and active student participation
emphasizing quality talk through daily-sustained discussions that promote high-level
thinking.

•

Thinking process behind successful comprehension. Good teachers purposefully build
strategic knowledge into their literature and writing lessons and reinforce a range of
effective meaning-making strategies (Howard, 2009).

Through these instructional and reinforcement activities, teachers gain the freedom to work with
small groups of students and the confidence that all their students are on-task with meaningful,
high-level work. The power of this type of intervention is that it gives the student the gift of
increased instructional time and sharply focused support within a balanced literacy framework.
Interventions must be specifically developed and focused on what the child needs based on
teachers’ observations. Providing focused intervention with the nature of Balanced Literacy that
offers authentic literacy experiences addresses the varying needs of students. Effective teachers
will match interventions to the needs of students in a way that ensures all students receive what
they need to be successful. (p.18) Instruction and interventions should match students needs but
ultimately the literacy environment should be rich and conducive for all students to learn, finding
learning as a pleasurable experience (Meidal, Lau, Sulentic Dowell, 2019). When students are
given choice, have interesting topics to selections, comfortable reading areas, reading clubs
and/or literature circles, they can get exited about reading and writing about their what their
reading.
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Ways to Differentiate Instruction in Tier 2. Different forms of writing can be assigned due to
interest for compelling reluctant writers to write. As teachers plan for lesson, differentiation in
tier 2 may call for a deeper analysis for some students to encourage those students initially.
(Strickland, Ganske, Monroe, 2002). Other ways to differentiate instruction is to allow choice for
students to express their knowledge of a passage. Task cards are available to choose how groups/
partners would like to share their response. Writing (poem, rap); Illustration (graphic organizer,
cartoon); Performance (skit, lyrical dance), there are many options that students can also choose
for differentiate for their understanding.
Summary
This chapter included a purpose for the prosed study, a theoretical frame, and an
overview of RTI. In Chapter 2, I present a review of literature pertinent to this proposed study.
In Chapter 3, I will propose a study situated in a Louisiana charter school and centered on the
implementation of RTI.
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CHAPTER 2: LITERATURE REVIEW
If we study what is merely average, we will remain merely average.
-Shawn Anchor, 2010
When studying people, researchers are often interested in the average. If we study what
is merely average, we will remain merely average. When we stop studying the average and begin
researching positive outliers, people who are above average for a positive dimension like
optimism or intelligence, a different picture emerges. Our daily decisions and habits have a huge
impact upon both our levels of happiness and success (Achor, 2011).
Review of Research and Methodological Literature
Current research on RTI varies in scope and area of interest. In an effort to locate relevant
literature from the literacy field focused on RTI, I consulted the ERIC database advanced search
for studies involving Tier 2 Literacy RTI in elementary school from 2013 to 2018. The search
resulted in nine studies relevant to the areas of interest selected for this study. A close
examination of the current research on RTI from 2013 to 2018 consists of research areas of
implementation of Tier 2 RTI, early identification and intervention, RTI for students at risk of a
reading disability, teacher perception of RTI, and the importance of teacher knowledge and
professional development on implementing RTI. I will also review literature on the history of
charter schools and their expansion in Louisiana.
For the purposes of this study, some seminal research literature is used for the
understanding of the history of RTI with inclusion of the law of IDEA. Seminal work was
selected to describe the origin and insight of RTI. Several researchers have made significant
importance to the field of RTI research and have been regularly cited in most literature related to
RTI. These earlier works are included because the research influences the body of knowledge
related to the topic of RTI.
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Introduction to RTI
RTI became a part of special education law and policy in 2004 within the amendments to
the Individuals with Disabilities Education Act P.L.108-446 (IDEA) (2004). It was designed to
replace the flawed procedures that had been previously used to identify students with specific
learning disabilities. George W. Bush signed the reauthorized IDEA into law on Dec. 3, 2004,
and the provisions of the act became effective on July 1, 2005. The reformed IDEA states a child
must not be determined to be a child with a disability if the deciding factor is lack of appropriate
instruction in reading, lack of appropriate instruction in math, or limited English proficiency
(United States Department of Education, Office of Special Education Programs, 2007). Response
to Intervention (RTI) is an alternative educational practice to traditional special education
placement for students who are being labeled learning disabled (LD) due to learning gaps instead
of true learning disabilities.
The RTI component of the aforementioned laws hold general education teachers
accountable for providing research based interventions and monitoring the progress of those
students participating in the intervention (McCook, 2006). With the implementation of the RTI
process, accountability for all students has become an essential component in the educational
process. Identifying students who are struggling academically and providing them with early
intervention in the RTI process can reduce the number of students identified in special education
(McCook, 2007).
History of RTI
The literature and laws of RTI include several seminal research documents that are still
relevant to the current position of RTI. The basis of the RTI approach can be traced back to the
National Research Council (NRC) report (Heller; Holtzman, & Messick, 1982) where the

32

validity of the special education classification system was evaluated on three criteria: (a) the
quality of the general education program, (b) the value of the special education program in
producing important outcomes for students, and (c) the accuracy and meaningfulness of the
assessment process in the identification of disability. Vaughn and Fuchs (2003) suggested that
the first two criteria emphasized the quality of instruction (both general education and special
education), but the third criterion involved judgments of the quality of instructional
environments and the student’s response to instruction delivered in those environments.
The United States (U.S.) Congress mandated scientific research to help teachers and
policymakers identify essential skills and instructional methods needed to achieve academic
success (NRP, 2000). The RTI Model was shaped through this mandate. Because of the RTI
process, students with disabilities are being served in general education settings. In addition,
schools have begun using formative assessments to monitor instruction and make informed
decisions about student progress toward annual goals. Specifically, RTI calls for general
educators to provide students with and without disabilities with research based interventions and
monitor their progress regularly throughout the process to determine growth (Ardoin, 2005).
Accountability under No Child Left Behind (NCLB) (2001), along with the pressure to
improve student achievement and reduce over-representation of minorities in special education,
caused school districts to use research-based methodology and data to make informed
instructional decisions. As a result of NCLB legislation, school systems began using formative
assessments to evaluate research-based intervention programs. In addition, districts began
mandating formative assessments to monitor instruction and make informed decisions about
student progress toward annual goals. In order for formative data to be used effectively, it is

33

collected several times throughout the year and provides concrete data that are specific to
individual student performance and is used to guide instruction (McCook, 2007).
As a model, RTI is a multi-tiered educational model that is based on research-based
interventions. The model emerged from the reauthorization of the IDEA of 2004. The
reauthorization of IDEA allowed states to use RTI for prevention and identification of reading
disabilities (Al Otaiba, Wagner, & Miller, 2014). The goal of RTI was to avoid the pitfall of
waiting for children to fail before intervening with additional intervention services designed to
meet their individual needs.
With changes to the act, teachers had additional responsibilities of identifying students at
risk, developing an intervention plan, implementing the intervention, and monitoring student
progress to determine the effectiveness of the intervention (Monaco, 2012). To ensure reliability
in the collection and analysis of student data, (Reeves, Bishop, Felise, 2010) stipulated that
general education teachers needed assistance meeting the needs of students in their classrooms.
Since 1975, when special education was written into Federal law (PL 94.142), there has
been a steady increase of students qualifying for services. Six million children, more than 10% of
students in the US, are eligible for special education service (Vaughn & Fuchs, 2003). Fully half
of the national special education population is identified as having a learning disability (LD),
with the percentage of school age students classified as LD more than doubling since 1980
(Vaughn & Fuchs, 2003). And, RTI is a tool to identify struggling learners and give them the
instructional support they need to be successful in general education. Schools have implemented
the process of RTI as a way to support students who struggle with literacy skill development
utilizing research based interventions to fill learning gaps before referring students for evaluation
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for special education services. This shift meant changes for the nations’ schools and changes in
teacher mindset and preparation.
Implementation of Tier 2 RTI
Response to intervention (RTI) is a comprehensive early detection and prevention
strategy used to identify and support struggling students before they fall behind. An RTI model
has three tiers or levels of support. Tier 1 is generally defined as classroom instruction provided
to all students, Tier 2 is typically a preventive intervention offered to students who need
additional support after receiving classroom instruction. Tier 2 is designed to support struggling
students. Tier 3 is more intensive intervention offered to students who failed to respond to the
intervention supports in Tiers 1 and 2. The implementation of RTI and instructional methods for
supporting learners in Tier 2 differ across schools. A study was conducted by the US Department
of Education utilizing a survey design to investigate the implementation of a Tier 2 RTI
framework for reading at 62 elementary schools in 17 states (Balu, Zhu, Doolittle, Schiller,
Jenkins, Gersten, 2015).
The study reported that 80% to 97% of elementary schools provided Tier 2 intervention
at least three times a week to support struggling readers. Struggling learners in fourth grade who
received reading intervention three times per week for 12 to 15 weeks performed significantly
better than students who did not receive the intervention. However, kindergarten children who
received Tier 2 reading instruction an hour a day, four days a week for 27 weeks did not show a
significant difference in their performance compared with kindergarten children not targeted by
the intervention (Buckingham, Wheldall, & Beaman-Wheldall, 2014).
Although many students in first grade through fifth grade received a total of 150 minutes
of reading intervention every day, 90 minutes of Tier 1 core reading instruction, and 60 minutes
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of small-group tier two interventions, they did not achieve adequate progress (Johnson & Boyd,
2013). The study results did not demonstrate improvement in lower grades areas, but other
studies have proven effective in early intervention for students.
Research on Early Identification and Intervention of the RTI Model
Several studies have researched the effectiveness of early identification and intervention
for students. In one study, the usefulness of RTI for kindergarten students was investigated to
determine if early identification was effective for reading disabilities (RD). Catts, Cororon,
Sitter-Bridges, Lius, and Bontempo (2013) claimed that early and accurate identification of
children at risk for reading disability RD was significant in the prevention of RD utilizing the
RTI model. The study participants consisted of 366 students who were administered screening
measures at the beginning of kindergarten. Participants were randomly assigned to either Tier 2
intervention or an at-risk control condition based on initial assessment that used the assessment,
Diagnostic Indicators of Basic Early Literacy Skills (DIBELS) (Catts et al., 2013). Students
received three weekly 30-minute intervention sessions and progress monitoring over a period of
26 weeks. The study found that the universal screener accurately identified children at risk for
academic or reading disability (Catts et al., 2013).
RTI administered in kindergarten added to the prediction of first grade reading
achievement. As a result of the study, Catts et al. (2013) concluded the battery of screening
measures accurately identifying reading proficiency at the end of first grade. This kindergarten
study helps validate the utilization of the RTI model in identifying early childhood students who
are at risk for reading disabilities.
Another similar study was conducted by Regional Educational Laboratory Southeast
(Catts et al., 2013) that investigated early and accurate identification of children at risk for RD

36

utilizing the RTI model. The study examined research literature from 2002 to June 2014 in order
to assess the evidence base supporting reading interventions in grades 1–3 to improve reading
outcomes for students at risk of struggling after receiving Tier 1 classroom reading instruction.
The search resulted in 27 efficiency studies that met What Works Clearinghouse, WWC
evidence standards.
There were 23 studies that compared the performance of students who received the
intervention with the performance of students who did not. Within the studies 20 interventions
were provided to students. The study indicated nineteen of the twenty interventions used to
support students in Tier 2 demonstrated positive effects in at least one reading performance area
indicating effective RTI for those students who were provided interventions.
A program designed to support students identified as at risk has shown literacy gains
among low income, minority students. Students were provided with supports that incorporate
the RTI framework. The program is called the Exemplary Model of Early Reading Growth and
Excellence, or EMERGE. Students enter the Head Start program before preschool to acquire
early literacy skills to prepare them for later success in school. The program provides continuous
progress monitoring in 15 classrooms that provide full day located in Milwaukee, Wisconsin.
The program serves low-income families residing in racially segregated neighborhoods.
The EMERGE program includes 15 classrooms housed in five center-based, early childhood
programs that serve low-income families residing in racially segregated and culturally diverse
neighborhoods in Milwaukee, Wisconsin.
The use of an RTI model with children in the EMERGE program is consistent with
positive results in the early intervention studies discussed previously. The emphasis on early
intervention through RTI has demonstrated the development of literacy skills for young children.
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There are significant benefits of utilizing a RTI model in early childhood education with the
development of literacy skills that is sustained long-term among at risk children.
Teacher’s Knowledge Base of RTI and Professional Development
While the RTI model can be effectively used to intervene and support students in
improving literacy skills, it has been concluded that state regulations regarding RTI lack
specificity. There are no set standards for data collection and analysis, and there is a lack of
consensus on what RTI data and timelines should be used in determining whether students
demonstrate a potential disability (Wilcox et al., 2013). The lack of clarity has caused to
significant variation in RTI models across states and school districts (Hauerwas et al., 2013).
Hauerwas et al. (2013) suggest that there is much work to be done towards developing a
consistent national understanding of RTI implementation, expectations, and effectiveness. Due to
the varying interpretations of RTI across states and schools, professional development has not
been clear for teachers. Studies have shown that many educators and school personnel have
received inadequate, if any, training related to the implementation of RTI. In a qualitative study
involving classroom teachers in Michigan and Texas more that 30% of the participants reported
that they had not received any RTI training (Wilcox et al., 2013). In another study of the
perceptions of special education teachers, approximately 40% of respondents who participated in
the RTI process indicated that they had not received training pertaining to the model. (GesslerWerts & Stahl-Carpenter, 2013).
In the instances that professional development is provided for RTI, it typically occurs at
the model’s initial implementation. Teachers who join a faculty following the initial RTI training
and implementations are at a significant disadvantage, and often have to seek sources of help and
information (Byrd, 2015). In these situations, new teachers may be provided with incomplete or
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inaccurate advice. As Hunter (2013) found, a large percentage of experienced teachers lack a true
understanding of the RTI model and its components. Many teachers lack confidence in their
abilities to implement and track interventions. RTI training is essential to the implementation
process and requires follow up training and coaching throughout the process. When educators
lack an understanding of RTI, the effectiveness of the model is negatively impacted (Hahn,
2015). RTI is a complex school reform and the input of all educators and stakeholders is integral
to the process of improving student achievement and learning. According to Wilcox et al. (2013),
few studies involving the RTI model have focused on the perceptions of classroom teachers. In
the studies that do exist, teachers often report a lack of time and training as the biggest barriers to
successful RTI implementation and practice (Karcher, 2014). Besides time and training,
receiving support from other educators and a lack of parent involvement were also reported as
deterrents to the success of RTI (King, 2011). The dissatisfaction of classroom teachers in
regards to their schools’ RTI models, could also relate to the under-representation of classroom
teachers in the RTI decision-making process (Wilcox et al., 2013; King, 2011).
Although teachers may feel inadequately prepared to provide effective RTI to struggling
students, the majority of classroom teachers understand the potential of RTI in helping struggling
students. 97% of classroom teachers believe that interventions lead to student success (Karcher,
2014). In a large study of classroom teachers, 89% of educators felt that RTI The majority of
classroom teachers understand the potential of RTI in helping struggling students. 97% of
classroom teachers believe that interventions lead to student success (Karcher, 2014).
So while classroom teachers perceive the value of the RTI model, they are often unhappy
with the way RTI is practiced in their schools. A significant difference was found in the
perceived effectiveness of a current RTI model between experienced teachers and novice
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teachers (Byrd, 2015). Teachers felt more confident and positive about educational change when
their opinions are valued and when they feel included in the process. Informed and empowered
educators are essential to successful RTI (Hahn, 2015).

Synthesis of Research Findings
The necessity for school reform was determined after the overrepresentation of minority
groups becoming eligible for special education with the identification of Learning Disability
(LD). RTI in the general education classroom before eligibility determination was established as
provisions for students qualifying for Special Education if the determinant factor in eligibility is
“lack of appropriate instruction in reading (Reschly, 2014). These requirements focus attention
on the content of the general education curriculum and the appropriateness of the instruction
specific to the academic needs of students. State regulations include RTI in efforts to improve
students’ literacy performance with benefits to children in the forms or earlier intervention,
application of evidence-based practices, progress monitoring and formative evaluation.
Implementing RTI in schools was promising due to its process of defining problems, analyzing
conditions, intervening, adjusting interventions based on results, and data-based decisions about
outcomes (Reschly, 2014). The process of multileveled interventions with analytical responses
intent was to resolve the controversial problem regarding overrepresentation of minority groups
in Special Education and offer hope to improve the literacy situation in our educational system
(Cartledge, C. D. Kea, M. Watson, & A. Oif, 2016).
In two decades, there has been a significant increase in the implementation of RTI in
schools. The 2004 reauthorization of the Individuals with Disabilities in Education Act (IDEA)
allows states and school districts to use federal funds to provide intervention services to students
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at risk of reading failure. When RTI is used effectively, it has a positive impact and minimizes
illiteracy for at risk students. Numerous studies have investigated the effectiveness of
interventions provided to struggling readers within the RTI framework. The studies mostly report
findings related to certain types of interventions provided to students in RTI. Studies support the
ideas of Gersten et al. that strategic and interventions with progress monitoring improve literacy
skills especially in early grades. The findings of the studies were positive in primary grades that
predict reading achievement and accurately identify students at risk for developing a reading
disability. Despite the studies of positive findings of RTI, there are skeptics and other
conclusions to evaluations conducted by organizations and researchers.
A study conducted by the U.S. Department of Education concluded that Tier 2 and Tier 3
intervention services had a negative effect on performance on a comprehensive reading measure.
Students in grades 1-3 that were below level in reading, received intervention services but
literacy skills did not improve. Students in grades 2 and 3 failed to benefit from intervention
services provided to them. In first grade, these students actually fell further behind their
counterparts who did not receive intervention services (Balu et al, 2015).
Among the research of RTI that has been conducted, results have proven positive when
quality instruction is delivered to children in small groups. Having the ability to reflect and
problem solve utilizing appropriate interventions that match the needs of learners is a significant
factor in the implementation of RTI. Effective implementation of the RTI model is critical to its
success and its effect on meeting the needs of individual students (Balu et al, 2015). Teachers
who were knowledgeable and experienced in the RTI Model had a greater chance of effectively
implementing the program on a consistent basis. Participating in ongoing, intensive professional
development provides content training based on conceptual models and anecdotal experiences.
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RTI professional development also has the critical components that improve educators’ positive
beliefs regarding data-based decision making and increasing effective implementation (Castillo,
March, Tan, Stockslager, & Brundage, 2016).
The development of teachers will likely improve the confidence of teachers to instruct
struggling readers in RTI and possibly change their perceptions of RTI that have been reported
negatively in studies. Perceptions of general education teachers have been understudied in the
field of education regarding the implementation RTI (Karcher, 2014). The researchers that have
studied the perception of teachers of RTI have reported negative views due to their experiences
and lack of ability to reach students that are at risk. Educators have positive views of the overall
purpose of the RTI program and believe in its ability to be effective with the appropriate ongoing
training and support. Understanding teachers’ perceptions is significant to the effective RTI and
potential barriers to its implementation (Castro-Villarreal, Rodriguez & Moore, 2014). The study
of the practices of effective Tier 2 teachers will help educators gain insight to factors that can
possibly impact their RTI implementation efforts.
Recommendations from the Review of Literature on RTI
Recently, schools have been utilizing RTI in efforts to follow the mandates of states and
districts to improve literacy among at risk students. There is a lack of school, district, and state
clarity about the RTI process and policies. Schools are implementing the programs differently;
so future research is required to determine the best literacy practices and process (Al Otaiba,
Wagner, & Miller, 2014). Future research should investigate the characteristics of these practices
to recommend a suitable duration and group size for the reading intervention, as well as to
encourage teachers to select appropriate strategies and improve progress-monitoring tools. There

42

is valuable evidence measuring literacy basic skills, but fewer studies that focus on critical
comprehension skills (Balu et al 2015). In the evolving era of what it means to be literate, it is
important to include studies on analytical comprehension skills related to literacy (Strickland
2002). Basic studies have focused on basic skills due to the focus area for RTI, which has been
Kindergarten through 3rd grade. The majority of those studies were investigated in 1st grade
students at risk for reading failure (Balu et al 2015), therefore basic literacy skills and/or
programs were used as the measures in the studies. Research on reading interventions for upper
elementary students is limited in comparison to earlier grades, leaving educators with a dearth of
information to make key instructional decisions by fourth grade.
The effect on more comprehensive reading skills is less clear (Balu et al 2015). Finally, it
is clear that there is no consistent pattern of developmental reading programs that schools follow
to apply Tier 2 RTI. More future observational studies are required using student outcome data to
describe the instruction delivery (Ciullo, et al., 2016).
There have been key studies that measure the effectiveness of interventions and the RTI
program overall. According to Balu et al, There are gaps in the literature related to small group
instruction focused on specific tier (2015) and teacher perceptions of RTI (Karcher, 2014).
Multiple studies have focused on the implementation of RTI, yet research is needed to evaluate
the long-term effectiveness of these models (Balu et al 2015). There is a need to explore the
varying perceptions of school personnel in relation to RTI (Castro-Villarreal et al., 2014).
Researchers have already claimed the importance of understanding teachers’ perceptions since
they are the key agents of change in their classrooms (Lukacs & Galluzzo, 2014; MacPhail &
Tannehill, 2012; Marchel, Shields, & Winter, 2011). While teachers’ perceptions are important,
there are still specific questions relating to RTI implementation that require further research in
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order to increase our understanding. Prior research claimed the importance of understanding
teachers’ perceptions of RTI (Castro-Villarreal et al., 2014) and potential barriers to its
implementation.
The role of the general education teacher has increased significantly in schools where
RTI is implemented effectively. As literacy educators continue to learn more about RTI, seeking
to clarify what effective means for teachers of RTI, studies should focus on effective ways to
develop teachers’ capacity to meet the needs of struggling readers. Quantitative as well as
qualitative studies will be vital for added research in the field to increase the body of literature
that explores implementation of RTI (Lemons, Kearns, & Davidson, 2014).
Summary of Findings in the Literature Review
The research literature reviewed for this study indicated a consensus regarding the
purpose of RTI and the importance of monitoring how students responded to the model (Karcher
2014). Researchers and educators agreed that there was a significant need for a system that
provided early identification and intervention to students at risk for reading and academic
disabilities. Among the research, it was evident that educators viewed RTI as an effective
resource that allowed practitioners to utilize different approaches to deliver intervention to
students identified as at risk for reading and learning disabilities (Al Otaiba et al., 2014). RTI
includes teachers and students who are unique in learning approaches and styles. Perceptions and
quality of instruction will vary according to the differences of teachers and students. Those
differences should be explored, examined and used for gaining knowledge in problem solving
meetings (Wilcox et al., 2013; King, 2011).
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While some aspects of the RTI model have been explored at length, a clear gap exists in
the literature on an evaluation of the effectiveness of RTI after implementation, considering not
only the perceptions of educators, but also the context of the model (Wilcox et al. (2013). It is
my intent to address this gap through a program evaluation-based case study in an elementary
school site that has utilized a fully implemented RTI model.
McDaniel et al. (2013) found that few RTI articles have addressed audiences such as
general educators and educational leaders. Published research that provides guidance for general
educators as they implement RTI is scant at best. McDaniel et al. (2013) found that most
research on RTI focused on progress monitoring and targeted interventions. Because RTIs
involve working with people, RTI implementation is highly complex and does not follow a linear
path (Avant & Lindsey, 2015).
Berkely, Bender, Peaster, and Saunders (2009) believed that there were still a lot of
unanswered questions in regard to RTI, and more research should be done. Bianco (2010) found
that, although RTI has been around for some time, the fidelity of implementation and treatment
integrity remains a problem. Like many education initiatives, a gap still exists between research
and practice with RTI (Hill, King, Lemons & Partanen, 2012). Quantitative research previously
carried out on RTI does not adequately fill the gap; there was a need for qualitative research as
well (Benjamin, 2011). Qualitative research was necessary to provide educators with real life
feedback from fellow educators who have experience with RTI models.
Even with the length of time RTI has been available, schools are still struggling to
implement programs. Rural schools, in particular, struggle with RTI implementation (Walker,
2006). Barrio and Combes (2015) carried out a study on the level of concern among teachers
with the implementation of RTI. The findings of the study suggested that teachers do not feel
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adequately prepared to implement RTIs in their own schools. The lack of preparation of teachers
is not the only issue teachers in rural areas face. There are no state or federal funds allocated
specifically for RTI implementation at the campus or district level (Rudd, Richardson, &
Christian, 2015). With a lack of funding as well as personnel training, RTI implementation in
rural areas can become nearly impossible. Samson (2009) found that a number of resources
including books, trainings, websites, and articles that are focused on RTI have become available,
but little guidance on how to proceed with implementation of an RTI framework existed. This
study fills this gap through the use of hermeneutic phenomenology, which can organize and
structure the perceptions of experienced educators through the research questions.
RTI can help to measure improvement as well as provide low achieving students with
early intervention (Kuo, 2014). When implemented with fidelity and integrity, RTI programs can
increase students’ chances of success in school (McInerney & Elledge, 2013). In the next
section, I briefly review the history of charter schools in Louisiana. This is important, as the
setting for the study is a south Louisiana charter school that specifically utilizes RTI.
Charter School System in Louisiana
History of Louisiana Charter Schools
The first charter school was opened in New Orleans Louisiana in 1996 after the passing
of the legislation granting the formation of charter schools in 1995. After the first school opened
in New Orleans, several schools opened in Baton Rouge the next school year (Bickmore &
Sulentic Dowell, 2011). The growth of charters began to expand in Louisiana. In 2017, there
were 146 charter schools in 25 parishes within the state under six differing types of charter
schools (see Table 2).
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The expansion began in 2003, with a constitutional amendment (Act 1293) and four bills
(Act 9, Act 260, Act 381 and Act 944) impacting the operation of charter schools. The
amendment authorized the State Board of Elementary and Secondary Education (BESE) to take
over failing public schools while creating a new Type 5 category of charter schools. This option
BESE has for providing for the operation of a failing public school it takes over; and includes
special provisions for the creation and operation of Type 5 charter schools (Louisiana
Association of Public Charter Schools, 2017).
In 2003, Act 1293 impacted new criteria used to determine school failure. This caused the
Recovery School District (RSD) to take over 102 of the 118 public schools in New Orleans and
shifted management to a system of schools. For approximately 10 years after Hurricane Katrina,
the district was composed of more than 70 RSD schools managed by the state and 16 schools
managed by the local Orleans Parish School Board (OPSB). Included in these numbers are RSD
and OPSB run charter schools.
Another factor that has caused the expansion of charters was the disastrous Hurricane
Katrina that severely impacted New Orleans. Before Hurricane Katrina there were 17 charter
schools in Louisiana. Since the storm, the number of charter schools in the state has risen
significantly. After Hurricane Katrina, there were concerns about the future of the schools
affected, which led to Act 35 and the expansion of charter schools in Louisiana. While the
majority of these are in Orleans Parish, there are charter schools also in the surrounding parishes
extending into the northern parishes in Louisiana.
The number of local school boards that have chosen to authorize charter schools has risen
steadily in recent years. In 2018, the BESE currently oversees 89 charter schools across
Louisiana. More than one-third of Louisiana’s 145 charter schools now operate under the
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jurisdiction of a local school board. Louisiana has charter schools in 25 parishes, employing over
4,000 teachers and servicing more than 78,000 students. Table 2 provides information on the
types of charters in Louisiana.
Defining the Public Charter School
Many people misunderstand the establishment of charter schools and their organization.
There are misconceptions that charter schools are private schools that charge tuition, are exempt
from state standardized testing and allowed to teach religion (PDK Gallop Poll, 2014). Charter
schools are public schools, but there are some distinguishable differences from public schools.
They are publicly state funded entities that receive funds based on a per-pupil basis. Charter
schools receive the same amount per pupil as the public district school receives, but charters can
utilize the funds in innovative ways.
Public charters are run independently by nonprofits or for-profit companies and given
educational autonomy in exchange for performance-based accountability written into their
charters.
Table 1.2 Types and Characteristics of Charter Schools
Type
1

2

Creation

Authorizer

Governance

New
school

Local school
board

Nonprofit
board of
directors

New or
BESE
conversion
school

Nonprofit
board of
directors

(Table Continued)
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Total # of
schools
30

42

Students
served
10,411

20,340

Type

3

3B

4
5

Creation

Authorizer

Governance

Total # of
schools

Students
served

ConversionLocal school
school
board

Nonprofit
board of
directors

13

10,053

Former
Local school
Type 5
board
charter
school
transferred
from RSD
back to
local
school
system

Nonprofit
board of
directors

14

826

New or
BESE
conversion
School
Recovery BESE
school
district
school

Local school
board

1

383

46

32,696

Nonprofit
board of
directors

Note. Adapted from LAPC (2017).
Charter schools are public schools of choice, which means families, live within district
zones to attend public schools in their district, but choose to enroll their children in charter
schools. Charters operate with autonomy from some of the regulations that are imposed upon
traditional public schools in the district. Most charter schools have open enrollment but have the
added benefit of being more flexible than public schools in designing their own educational
programs such as: (a) modifying the curricula, instruction, and assessments (excluding spring
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state assessments) to meet students’ needs; (b) creating a theme or an overall focus for their
curricula, such as Performing Arts, STEM Education, or Language Immersion; and (c)
increasing ways to access the classroom-physical classroom, blended learning, virtual classroom,
and online classroom.
Charter schools have leverage to use a variety of methods to improve academic
achievement for their students because the schools are accountable for promises made in their
charters. They must demonstrate performance in the areas of academic achievement, financial
management, and organizational stability. If a charter school does not meet performance goals, it
may be closed. Unfortunately, some charter schools do not take advantage of this significant
advantage and operate as a traditional, textbook and note taking type school emulating the
district schools with mandates. Table 3 highlights key comparisons of charter and traditional
public schools.
Charter school critics argue that although charters are not private in name, they amount to
a privatization of a public school because they are run by organizations that don't answer to the
public. According to Ferguson and Royal (2009), some charters in New Orleans also have
selective criteria and enrollment preferences due to their flexibility to act as an innovative school
program. For example, when a charter school is allowed to operate as a science, technology,
engineering, and math (STEM) school, or any such focus, they can admit students that qualify
under those stipulations permitting admission requirements like magnet schools. Magnet schools
and charters are different because charters are public schools are accessible to all students.
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Table 1.3 Comparison of Charter Schools and Traditional Public Schools
Category

Charter schools

Traditional public schools

Funding

Funded on a per-pupil basis with
government funds and can
sometimes receive private
funding, but typically receive less
funding overall

Funded partially through state
budget funding but primarily
through local taxes

Government
Regulation

Independently run but must meet
standards outlined in their charter
in order to secure state funding

Must adhere to all state school
board regulations and laws,
governed by school districts which
implement state law. Local school
board (elected) runs the district

Teacher
Certification

Teachers don't necessarily have
to be certified, but this differs
from state to state

Teachers must be certified by the
state education board

Curriculum
Flexibility

Curriculum is also flexible, but
school is held accountable to a
performance contract

Curriculum is decided by the state
education board, and implemented
by the school district

Application
Process

May have an application, but
students do not have to take an
entrance exam

All students within the school
district are free to attend the
school, and do not have to apply

Adapted from Cafee (2018).
Critics (Hursh, 2015; Ravitch, 2014; Schneider, 2016) have also argued about the
preferences offered at charter schools for the enrollment process. Although charter schools
advertise open enrollment and accept students by random public lottery, there are some
preferences that entitle applicants to receive a placement prior to the lottery ahead of applicants
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without a preference status. Status is given to applicants of a charter school employee, board
member, and/or sibling of an attending student.
The Center for Action Research on New Orleans School Reforms described these schools
as unique charter-magnet schools and allege that these schools have an unfair advantage over
those that cannot be selective in their admission requirements (Ferguson and Royal, 2009). As a
local example, the performance evaluations of New Orleans charter schools are also inaccurate
due to comparisons to other charter schools that are not selective. The precedence that it sets
concerns educators that more “innovative program” charter schools with admission requirements
will come to other Louisiana parishes making it difficult to level the playing field in public
education (Saltman, 2015).
Advocates for charters contend the basic concept of charter schools is they exercise
increased autonomy in return for greater accountability. As public schools, charter schools are
open to all children, do not require entrance exams, cannot charge tuition, and must participate in
state testing and federal accountability programs. Students in charter schools typically have
similar demographic characteristics to students in the local public schools and in some instances;
charter schools serve higher percentages of minority or low-income students than the traditional
public schools.
In the charter school selected for this proposed RTI research study, there is a higher
percentages of minority, economically disadvantaged and special needs, but there is a lower rate
of suspensions and expulsions. The selected charter also has shown growth in the percentage of
students that moved to mastery in Language Arts and Mastery. (LDOE LEAP Growth To
Mastery, 2016-2017).
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There are general rules of preferences for employees and siblings that are considered for
convenience in accordance with charter school enrollment preferences 17:3991(B), a charter
school may give enrollment preference to the populations denoted in the Lottery Rules and
Procedures. Although there are preferences given for children of employees and siblings, the
highest priority is given to applicants considered to be an “at-risk pupil”, meaning a child meets
low income requirements, school dropout under the age of 21, reading two or more grade levels
below, exceptional child, or the mother or father of a child. RS17:3973(1).
Priority is also given to applicants of active duty military personnel. The school is
committed to enrolling a diverse student population and abides by the provisions in the Louisiana
Statutes, RS 17:3991(B) 3, that forbid discrimination on the basis of race, national origin,
gender, marital status, ethnicity, or disability (Iberville Charter Academy CSUSA Website,
2018).
The principal of Parish Charter Academy stated his position on charter school enrollment
at this school where he is principal:
As a Type 2 charter school, we have to mirror or surpass the district public schools in
subgroups, such as minorities, economically disadvantaged, and exceptional students. If
we drop below the percentage the district has enrolled, it puts our charter at risk. (We
could close.) So we take in everyone that comes through our doors for enrollment. We
are not selective. If they enroll, we enroll. Despite negative behavior records, poor
grades, exceptionality and so on. Our job is to give people what charters are designed to
give. And that is an opportunity and choice no matter what’s their zip code, race,
economic status, or sexual orientation. We have a parent that is currently transitioning
and he volunteers at the school for holiday events. Our enrollment is 260, but we are
represented all across the board and people get along and celebrate each other. That’s that
climate we’ve build with our diverse group of students and parents. And our Job is to find
innovative ways to actually address the needs of each child enrolled in our school. I think
what we do here sets a framework where you can have an inclusive education of giving
everybody the highest quality education possible. Not all charter schools-but ours does.”
(personal communication, 2018).
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As the principal of Iberville Charter Academy indicated, the school has an open
enrollment system that results in the need for academic supports for students when enroll.
Charter schools have proliferated in Louisiana, especially in the urban areas of New Orleans and
Baton Rouge since the events that transpired around Hurricane Katrina (Bickmore & Sulentic
Dowell, 2015; Buras, 2014; Picard, 2013). Thus, in the next section, I will briefly provide an
historical account of charters and their growth in Louisiana.
Charter Schools Challenges
A high percentage of teachers in Louisiana charter schools are not certified and have a
high turnover rate than traditional schools which makes it difficult to receive quality support and
mentoring from experienced teachers (Bickmore & Sulentic-Dowell, 2011; Buras, 2015;
Schneider, 2016). Charter school employees are at will employees and usually have extended
workdays and school year without compensation (Bickmore & Sulentic-Dowell, 2011). Although
there are challenges and a political aspect tied to the growth of charters, especially in Louisiana,
there are other successes and benefits that can compensate for the challenges of charter schools
in Louisiana.
Charter School Successes
Not all charter schools share the same challenges and successes. The differences depend
on the type of charter for the school (See Table 3). Each type has distinguishing features, but
most charter schools tend to have smaller class sizes that make it easier to create a family
oriented school with a supportive climate (Bickmore & Sulentic-Dowell, 2011). A 2009 report
by the Center for Research on Education Outcomes (CREDO) revealed that Louisiana charter
schools showed greater gains in reading and math after the first year. Black and Hispanic
children attending Louisiana charter schools made significantly higher gains in reading and math
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when compared with their counterparts in traditional public schools. This was also true for
students in poverty as determined by eligibility for free or reduced-price lunches.
There are issues that have led to the deficiencies seen in literacy in schools as well as the
growth and expansion of the use of RTI. The efforts to improve literacy include RTI that began
with Special Education. The increased number of Special Educations students identified can be
related to the approach in identifying students and it may be the lack of adequate instruction. The
RTI process was formed and implemented in schools across the nation. The process and practice
of RTI has not been clear for educators. This chapter sought to identify the general systematic
process of RTI, which includes three tiers of quality leveled instruction that increases in intensity
and focus before students are referred for special education services. It also identifies the ideal
implementation for RTI within a literacy framework, which ultimately promotes the joy of
reading so children can learn the skills to become lifelong readers.
Charter schools in Louisiana are helping to play a major role in providing the quality
instruction and support students need due to the autonomy available in charters. Although there
have been many political issues and pushback, many charters have been successful in making
gains, especially with minority students. This success is one of the reasons charter school
numbers are rising in Louisiana. The true open enrollment charter schools were last resort
schools for many students who were failing and constantly suspended in traditional public
schools. Charters offered a choice for many before they dropped out of school. As the principal
of Parish Charter Academy explained, the students at his charter school come with great
obstacles, but they are also fortunate to have someone care enough about their education to
provide an alternate path and walk with them to achieve their goals.
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Conclusion
This chapter reviews the literature, which features research surrounding RTI. It includes
the history of RTI, a review of research and methodological literature, and a synthesis of
research findings. Research for RTI is analyzed for its relevance in tier 2 classrooms
implemented by general classroom teachers. RTI literature is further reviewed as it relates to
effectiveness of early identification and intervention. Studies related to teachers’ knowledge of
the implementation process and interventions were also reviewed in this section. There was a
consensus reached among researchers of RTI as it relates to the purpose of RTI and the
significance of response to the interventions at each tier. The research of literature findings
concluded that RTI has positive results for students when it is effectively implemented. Early
intervention, Tier 2 intervention and teachers’ knowledge of implementation of RTI were
significant factors that impacted positive results for RTI.
Many educators are frustrated with the implementation of RTI, but the research suggests
there are schools and educators that are successful in RTI. Achor’s research states that we should
move beyond studying the average if we want to gain insight into the practices of those who are
successful and exceed the norm. Studies of schools and teachers that have successfully
implemented RTI can paint a different picture that illustrates the optimistic possibilities for
educators. Just as my interactions with Tree Monster produced undisclosed information that
improved my understanding of nature and his true character, the perceptions, stories, and
practices of above average teachers can demystify the process of RTI and the meaning of
“effective” by exploring the varying approaches that produce positive results for children. Like
Tree Larry, each person has a unique soul with experiences and knowledge to be discovered.
When teachers have clarification of effective practices, it will provide them the knowledge to
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change their habits and decisions in their classrooms and have an impact on literacy achievement
of their students.
Chapter 3 presents a proposed study focused on successful implementation of RTI.
Specifically, the proposed study is set in a charter school in South Louisiana. Unlike Type 2
Charter schools which have the autonomy to choose the instructional approaches, assessments
and approach to RTI. Fortunately, Type 2 Charter schools are not managed by district or state
level entities. Charters of this category are its own LEA District and can make decisions that are
best for the school. A Type 2 Charter School is where I decided to research effective RTI
practices because teachers and instructional leaders have the leverage to choose teachers,
interventions, curriculum, RTI instructional approaches, schedules, and supports. In most Type 2
charters, the instructional day and year is extended which allows for time to include RTI in daily
schedule of each classroom teacher and makes it convenient for intervenient for support teachers
to assist pull out tier 3 students while the classroom teacher is working with tier 2 students in a
small group. This ensures students are not being pulled from the classroom during core
instruction and receiving the tiered instruction in which they qualify in addition to the core
program in Reading Block. The additional time in the day also provides an opportunity for
Professional Learning Community (PLC) collaboration among the Decision Making Team that
includes teachers of the students participating in RTI.
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CHAPTER 3: METHODOLOGY
Our words reveal our heart, our actions reveal our soul.
- Anthony D. Williams, 2006
Study Design
The qualitative methodologies selected for this proposed study stemmed from the way I
view the world and how I interpret what lies beneath the words and actions of people after my
encounter with Tree Larry. The focus of the Change Agent investigation is to identify practices
and qualities of effective general education teachers of RTI to strengthen the implementation and
effectiveness of Tier 2 level interventions. It also has the potential to decrease the number of
students falsely referred for special education evaluation and placement. The information found
can benefit school leaders by providing insight on what qualities to seek when recruiting and
hiring teachers. Researcher and vice president of International Think Tank New Paradigm,
Anthony D. Williams’ quote captures the power of the revelations of the soul through
interaction. The depth of the soul cannot be truly understood or explored except through our
words and actions. The benefit of qualitative research provides a means for Change Agents to
reveal their heart and soul through such means (Anthony D. Williams, 2006).
The following questions were relevant to the frame of the study because there was limited
research in the areas that provided effective general Tier 2 instruction. The questions embodied a
holistic range of what effective looked like when provided by the general classroom teacher.
Additional research is needed on Tier 2 intervention efficacy again with an eye toward
embedding practices within a full continuum (Bruhn et al. 2013; Mitchell et al. 2012).
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RQ1. What are the educational experiences of general education teachers in a south
Louisiana charter school that have displayed growth of their students’ reading ability after
implementing RTI Tier two interventions? (Wilcox et al., 2013; King, 2011).
RQ2. What are the educational perspectives of general education teachers in a south
Louisiana charter school toward implementing RTI Tier two interventions? (Hahn, 2015; CastroVillarreal, Rodriguez & Moore, 2014).
RQ3. How do general education teachers in a south Louisiana charter school select
pedagogical practices that result in growth of their students’ reading ability after implementing
RTI Tier two interventions? (Karcher, 2014)
RQ4. What are the qualities of a general education teacher that have displayed growth of
their students’ reading ability after implementing RTI Tier two interventions? (Farrington et al.,
2012; Heckman & Kautz, 2013; National Council of Teachers of English, 2014).
A qualitative approach was selected for this study to provide the opportunity to have
meaningful descriptions of teachers’ practice during RTI sessions. Within a qualitative paradigm,
the practices and qualities of the teachers participating in the study were explored. The answers
sought were not necessarily measurable in quantitative forms. Data collected for the study were
non-cognitive factors such as the nature of teachers, attitudes, character, inspiration, and mindset.
Non-cognitive factors are a kind of overarching term for dispositions or outlooks, not measured
by standardized means (Farrington et al., 2012; Heckman & Kautz, 2013; National Council of
Teachers of English, 2014).
A case study research design best fits the information that can be used to help teachers
successfully implement RTI in their classrooms in the future. This case study research was
conducted in the natural setting of the everyday classroom, which allowed close interaction of
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teachers, students and resources (Lodico, Spaulding, & Voegtle, 2010). The method of case
study research also involved multiple data collection methods the researcher developed a holistic
picture of RTI (Denzin & Lincoln, 2011). The question of what made teachers successful is a
multifaceted question that involved complex reasoning.
Teachers’ practices are not always visible to others because the “magic” often happens
inside of a classroom. The exploration of what takes place in teachers’ classrooms became
visible to the researcher utilizing this design. The positive change that took place in a few
classrooms within a school has the potential to expand to other teachers, students, schools,
districts, and states.
Case study design was selected to explore how teachers’ knowledge and implementation
practices has the potential to improve teachers’ literacy practices and students’ literacy
achievement. The study provided deep insight of the perspectives and experiences of teachers
who successfully implement RTI. The collection of data using interviews, observations, and
document analysis (growth data and artifacts) provided rich information needed to develop a
portrait of practice for other educators and administrators.
A case study relied on information provided by people and their personal experiences
(Lodico, Spaulding, & Voegtle, 2010). Using a case study allowed me to study a real life
problem and provide solutions through the use of various sources. The case study design
provided the deep insight of teachers’ practices to demystify the process of successfully
implementing RTI in a general education classroom and is distinguished by its emphasis on the
researcher’s ability to make interpretations from observations that brought light to the human
virtues of teachers (Stake, 2010). The feelings, attitudes, and interactions of participants about
implementing RTI was relevant to this study. The case study approach allows an intimate look
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into the teachers’ classrooms to explore in-depth key distinguishable attributes of the selected
teachers using multiple data collection methods. The study was successful in understanding the
undefined and open-ended questions of how and why (Yin, 2009) RTI implementation has been
successful by the selected teachers. The flexibility of the case study design was relevant to the
idea of what Stake describes as “progressive focusing” which stems from the notion that “the
course of the study cannot be charted in advance” (Stake, 1998). The information I was looking
to gain was undetermined or yet to be discovered. The emergence of data concluded the results
of what were the practices of effective teachers.

Setting
The selected site of study is a K-8 charter school located in a rural area in South
Louisiana. For the purposed of the study, the school will be called Fairmeadows Academy. The
school is a member of a network of schools operated by Charter Schools USA (CSUSA).
CSUSA is a school company of approximately 80 schools in the U.S. The corporate location is in
Fort Lauderdale, Florida, but CSUSA operates schools in eight states. The selected school has an
enrollment of 260 students in grades Kindergarten through 8th grade. The school serves a
population of 15% students classified as students with disabilities and 92% of students
economically disadvantaged (LDOE Charter School Annual Review, 2017). The school’s racial
make-up is 73% Black, 24% White (not Hispanic), 3% Hispanic.
Although there was significant growth among subgroups and the school overall in 20162017, The Louisiana Department of Education release of School Performance Scores (SPS)
Report also indicated failing performance of literacy and math SPS of every sub group except
students that are White (not-Hispanic). These subgroups are required to receive intensive
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support. The White students scored a letter grade of D and classified as needing intensive
support. (LDOE School Subgroup Report, 2017)
The 2017-2018 Louisiana Department of Education release of School Performance
Scores (SPS) report indicated a letter grade increase among Economically Disadvantaged,
African American, and Students with Disabilities subgroups from a grade of “F” to a “D”. The
White (not Hispanic) subgroup increased from a “D” to a “C”. The School moved from “Urgent
Intensive Required” to “Urgent Intensive Needed”. The School - wide remains labeled as
“Comprehensive Intervention Required” due to a School Performance Score of less than a “C”.
The selected school has had a status a failing school scoring a letter grade of F since its
opening in 2014 until 2017. The school was in danger of nonrenewal of its charter contract due
to past years’ of inadequate academic growth. In 2017, the Louisiana State Department released
SPS scores that determined the school made adequate growth and remained open for the 20172018 school year. The 2018 scores indicated that the selected school attained an SPS score of
58.8 and will be granted a three-year renewal. Within the three years, the school has an
opportunity to prove its efforts and design are successful in improving student growth targets.
During the 2017-2018 school year, the school improved in the area of Reading receiving
3.7 growth points and 10.4 SPS points raising the school’s letter grade from a F to D. The school
also received the Louisiana Top Gains Award for making record growth in 2016-2017 (LDOE
School Performance Score Report 2017). In 2018, the school again earned the Louisiana Top
Gains Award for making record growth.
This school was selected because of criteria regarding its intense focus in RTI and
autonomy in interventions, assessments, and educational decision-making and because of
convenience. Collins, Onwuegbuzie, and Jiao (2007) documented purposive sampling schemes
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Criterion and Convenience, which were selected for this study. Both criterion and convenience
schemes were used in the selection of the school site. The researcher has ready access to the site
as an employee and assistant principal. The selected school has issues in overall literacy
achievement, but there is evidence of special cases of high performing teachers indicated by
student literacy gains and confidence in reading.

Participants
The participants selected for the study were chosen with purposive sampling. According
to Collins, Onwuegbuzie, and Jiao (2007), a variety of purposive sampling schemes can be
identified for research studies. For this proposed study, criterion, and convenience schemes were
deemed appropriate. Criterion is selected because teachers who agree to participate must teach
children who are in need of RTI; convenience is also appropriate as target participants were
teaching in a public charter school system in which the researcher is also employed (Collins et
al., 2007). Further, the selected teachers who agree to participate are identified as high
performing teachers as indicated by student literacy gains on state tests and whom express
confidence in teaching reading, with positive outlook of RTI.
The population of interest for this project study is elementary teachers who are
responsible for implementing RTI in a rural charter school in Louisiana. The specific selection
criteria for selecting participants were (a) kindergarten to 4th grade general education teachers,
(b) responsible for implementing Tier 2 RTI, and (c) effective in implementing RTI.
Teachers of lower elementary grades were selected for the study due to the RTI
participation of primary grades teachers at the chosen site. RTI is implemented in all grades, but
it is done with more fidelity as it relates to intervention. In upper elementary, (5th and beyond),
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RTI sessions are typically remediation computer programs and workbooks. For the purposes of
the study, I chose to study targeted interventions that are more prevalent in grades kindergarten
through 4th grade. Participants in the study were required to keep a reflective journal of the case
study experiences. The purpose of the journal was to reflect about the experiences of being
studied for being an effective teacher. They were required to write at least one a week how the
experience is helping them grow as a teacher, how have they helped another teacher grow, and/
or how have they helped a student grow? Inspiration as a researcher- observe another RTI class
biweekly- What surprised me? (To track assumptions) What intrigued me? (To track
positionality) (Saldana, 2016). These questions will encourage teachers to always think about
what is important to them and what kind of person they are so they can keep their values and
morals at the forefront of their practices.
Growth Data on the State-Mandated Test
Performance and growth scores on the Louisiana ELA state standardized tests were used
as another measure to determine which teachers are effective for selection in the study. The
Integrated Louisiana Educational Assessment Program (iLEAP, and LEAP) tests are
administered annually beginning in 3rd grade to high school. Students are assessed on Louisiana
grade specific standards. Performance scores of teachers of 3rd and 4th grade from year to year
were analyzed for effectiveness. Effectiveness was determined by the highest percentage of
students meeting or exceeding their growth target. The growth scores are calculated by the
distance between the current score and the required score of mastery when they leave 8th grade.
It also compares students to their peers with similar backgrounds (LDOE Growth Measure,
2016).
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Effective Teacher Evaluations
Effective teachers were selected using measurable criteria from the 2017- 2018 school
year. Effective is defined (as it relates to this research) is exemplary class literacy growth data on
standardized test, effective teacher observation ratings, and positive change in reading interest
and attitude surveys.
The criteria utilized to identify effective teachers were (a) class shows the highest levels
of growth utilizing a tracking chart of Fountas and Pinnell, LEAP (2013) leveling system (b)
highest percentage of positive improvement in reading interest and attitude surveys from the
beginning to the end of the 2017-2018 school year,(c) teacher scores in the top 60% of
instructional staff on classroom walk-throughs and evaluations conducted by administration,
Curriculum Resource Teacher, Curriculum Specialists, and Quality Support Education Team
Members utilizing the Teacher Feedback Evaluation Tool (TFET) ( Marzano, 2014).
The positive and negative behaviors exhibited by teachers determined, to a great extent,
their effectiveness in the classroom and, ultimately, the impact they have on student
achievement. Several specific characteristics of teacher behaviors outside of the classroom were
also considered by the researcher determined effective teachers to participate in the study. As a
participant observer of the school site, I rated observations of positive attributes of teachers. In
selecting effective teachers, TFET observational ratings of the teachers are higher in the areas of
Operational and Professional Performance were considered. In those categories, teachers were
rated for their dedication, preparedness, and positive relationships with colleagues, parents and
students.
The TFET is an approved evaluation system by our district designed by the Charter
Schools USA Educational Leadership Team based on the research of Marzano (2004), the
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Marzano Evaluation Model and the AdvancED Effective Learning Environments Observation
Tool (2014) with non-evaluative and evaluative versions. Due to the nature of my research, this
tool was effective in gaining a holistic view of teachers because the TFET framework includes
inside and outside of the classroom domains that include Planning and Preparing, Cultural
Excellence, and Operational Performance. Proficient skills in these areas were significant factors
in the impact of student achievement.
Evaluators attended a mandatory training on CSUSA’s Teacher Evaluation System and
tools. Training included research base methods in professional development such as modeling
and practice for conducting evaluations. Training sessions also included professional feedback
discussions and analysis of scoring consistency among evaluators to ensure inter-rater reliability.
Ongoing training and support was provided by CSUSA throughout the year. Scores are
monitored across all schools in the network to ensure the reliability and consistency of
observation ratings.

Data Collection
Teaching and learning are malleable practices that occur in the complex environment of
individual, social, cultural, and political settings. There are micro and macro contexts that are
present but not obvious when collecting data in classrooms. The use of various data sources
addressed the challenge of how to accurately measure teacher practices that lead to successful
gains in literacy through implementation of RTI. Multiple sources made it possible to closely
examine teachers’ role as effective (Alsop, Dippo, & Zandvliet, 2007), particularly when
supporting the literacy needs of emerging readers. Three data sources include: teachers’
individual interviews, RTI teacher observation ratings, and artifacts (Stake, 1995) will be used to
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determine the knowledge, experience, perceptions and beliefs of effective teachers to improve
literacy achievement. These sources will be analyzed to answer the research questions, coding,
and theming the data (Saldana, 2016). Stake asserts that it is incumbent upon the case study
researchers to draw their data from multiple sources to capture the case under study in its
complexity and entirety (1995).
Interviews
The primary data source in this study was individual face-to-face interviews. Interviews
provided the intricate details looking to explore effective teachers. One-on-one interviews were
effective data collection tools for research that valued the depth and breadth of experiences to
gain the richest data available (Merriam, 2009). One-on-one interviews allowed the researcher to
obtain information from others with the purpose of acquiring information from their perspective.
Using interviews was crucial because researchers cannot see how people feel about a certain
situation. Having a conversation with teachers by interview allowed the researcher to discover
how to interpret a situation in the teachers’ mind (Merriam, 2009). Gaining insight to teachers’
mindset about implementing RTI was important, especially given the expressive characteristics
of most of the teachers. Additional information was gathered from their expressions, body
language and intonations.
The interviews were significant and designed to provide a means of data collection that
allowed exploration of teachers’ feelings, thoughts, and perceptions. It provided a picture of how
teachers interpreted the implementation of RTI as a general education teacher. The interview
questions were designed to be reflective and directly related to teachers’ interpretations of using
RTI in the classrooms. The intent of the questions was to gather information pertaining to
experiences of providing interventions with emerging students and perceptions of RTI. Interview
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questions are designed to explore the knowledge, experience, perceptions and beliefs of teachers
participating in the study (see Appendix). Interviews were conducted at the beginning of the
2018-2019 school year at the school the teachers are employed, Fairmeadows Academy.
RTI Teacher Observations
Direct observations were used as a key instrument for collecting field data. Observations
used in conjunction with interviews offered a firsthand account of information provided by the
participants during the interview process (Merriam, 2009). As a direct observer, I acted as a
participant-observer (Spradley, 1980) as an outside observer that avoided participating with the
teacher and student as the researcher take field notes from a distance. I was considered a
participant because of my regular presence in the school and classrooms. I am very visible
instructional school leader and accessible to everyone at the school. During the course of the
direct observations, I observed the teachers and students as they engaged in activities and
interacted with each other during RTI in the classroom. The observations did not include
participation with teachers or students from the researcher. The observations were conducted as
the RTI sessions were normally instructed.
Two 30-45 minute observations were conducted during the study in the fall of 2018 based
on the research purpose and questions. One observation was video reordered for 20 minutes to
support the data collected for later analysis. The Fontas and Pinnell’s Observational Tool (2013)
was used to identify effective literacy practices and evidence of its application to student
learning. Fischler (2003) noted observations enable researchers to learn firsthand how the actions
of the participants coincide with their words from conversations/interviews.
Field notes will be collected from the raw data from interviews and direct observations
(Merriam, 2009). Observations will be conducted in the fall of 2018. Field notes were written in
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full detail of the information that was observed. The field notes were important to the
establishment of a connection between the interview data and the actual practice of the teachers
during RTI intervention. Field notes contributed to the interpretation of the data collected, and
provided insight into the outcome of the study. These notes are also a useful means that was used
for later reflection.
Artifacts
When studying a culture, social setting or phenomenon collecting and analyzing the
physical artifacts produced and used by teachers and students can foster a deeper understanding
of the situation. Physical artifacts are a source of evidence to be observed as a part of the case
study (Yin, 2009). In this study, documents were collected from teachers based on what they
were teaching during their sessions. I spoke to the participating classes about my study/project
becore I came in and by the lunch there was a buzz around school about being in “Mrs.
Whitfield’s LSU” project … What can I say. Teachers and students were proud of their work and
wanted to show me their work. They were insistent that I present their work in my “LSU
project.” Their text and artifacts utilized in RTI can range from the teachers anecdotal notes,
running records, student texts, student work, assessments, and student surveys used during the
session. I observed the use of these documents for a holistic view of teacher practices for the
research. Pictures of classroom reference charts, student work, bulletin boards, trackers and
displays were also be observed and noted. Artifacts were coded but not factored into the overall
count for data instances. The artifacts used during sessions were overwhelming and they
provided rich information about teachers. But to conclude the results, I could only select a few
representatives from classes as a source of evidence for the learning that is taking place in
effective teachers’ classrooms. They were examined critically to determine the interests,
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perspectives, and philosophies of the teachers that selected the student assignment (Saldana,
2016). The teachers’ classroom and the work they select can help you interpret the teachers’
teaching style and how they view literacy.

Data Analysis
Analyzing data is making sense of the data for others and requires detailed
documentation and exploration. A priori coding was the chosen method for the Change Agent
study. This method of data analysis was most appropriate for this study because the list of codes
were predetermined based on codes that seek answers to the broad categories of research
questions, but remained open to different meanings in data sources as the coding changed and
were renamed several times throughout the rereading and analysis. The process entailed
condensing the key themes into more manageable chunks as I referred back to research
questions, purpose, and problem statement.
The data analysis component was an involved and intense component of the research that
required focus and a strategic mindset. The research was manually coding using a Word
Processing software program using Track Changes for distinguishing different colors for code
concepts making it simpler to calculate the codes and code concepts after data analysis. There
were several stages that included:
a. Prepare the data for analysis by transcribing
b. Prepare list/ table with predetermined codes and frequent instances(draft)
c. Precode data by underlining, highlighting important words or phrases with meaning
or in vivo coding – words and phrases were circled that are on the list that teachers
say verbatim
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d. 1st Reading of Transcripts, Observations, and artifacts- in margin use of Track
Changes; first thoughts were jotted down; insights to what were people doing? What
were they trying to accomplish? What were learned from notes?
e. Codify data by arranging things in a systematic order to categorize. The codes were
applied and reapplied to ensure the most appropriate fit since some of the codes could
overlap.
f.

2nd Reading -After further analysis, data is further divided, reorganized, and linked to
consolidate meaning into code concepts

g. 3rd Reading- Careful reading and reviewing the data highlighted a pattern for a set of
themes that emerged from the analysis.
h. Complete the data table with frequent data instances (Saldana, 2016)
Data analysis of interviews, observations, and documents involve consolidating,
reducing, and interpreting what teachers say and what the researcher has seen and read. The
process of analysis involves organizing the data, conducting a preliminary read-through of the
data, reducing the data into themes by coding and condensing the codes, representing the data,
and forming an interpretation of the data (Merriam, 1998).
In the document analysis, the researcher may focus on how and for whom the artifact is
created, what is included and not included in the document, and how the document is used.
Documents or artifacts were analyzed in conjunction with other data collected. They are
organized in particular ways, including various skills and components. Documents are
personalized to a teacher and reflect and represent the tone of classroom environment and
teacher’s teaching style and philosophies of literacy education. These differences, taken in
consideration with findings from other data collected in a classroom such as books, anchor
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charts, pictures, written responses, provided a rich source of information and enhance the overall
data collected in a RTI session (Creswell, 2007; Patton, 2002; Upcraft & Schuh, 1996).

Researcher’s Positionality
“Baby girl, life just isn’t fair!” I can remember my mom’s voice like it was yesterday.
She sounded tired, but strong when she spoke. She talked to me about life as we walked to the
library to complete a project assigned by my fifth grade teacher. My elementary school library
didn’t have the books I needed for the report I was writing, and my family didn’t own working
transportation to get to the library. As we walked down the street, my mom reminded me of how
fortunate I was to have someone who cared enough to walk me to the library to make sure I had
the necessary resources to complete my project. It was less than a mile walk to the library, but
that walk seemed to last forever.
My story has meager beginnings with a scene set in a small, rural town in North
Louisiana. My hometown of Bastrop, LA has been placed on Louisiana’s least desirable cities to
reside according to data of education, income, crime, health, etc. (United States Census Bureau,
2017). Most areas are impoverished and district zones determine which schools children
attended, which usually results in students that lived in poor areas all attending the same schools.
Unfortunately, my family and I lived in a poor area of the town that required me to attend the
neighborhood school that was worn and had few resources. Although many of my teachers
seemed concerned, the majority of them didn’t remain at the school throughout my elementary
years. The effective teachers were drawn to other schools with fewer challenges. As a result,
many of the students struggled academically, including me.
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In my small hometown, all of the elementary schools matriculated to one middle school
for the district. As I entered middle school, I continued to experience problems in school related
to critical literacy skills and writing. I noticed that students that went to elementary schools in
more affluent neighborhoods were not experiencing the same problems as my friends and I.
Later in my middle school years, I met Ms. Shank, a teacher that was concerned and
patient. She was of short stature with light brown hair cut right below her ears but always pushed
behind them. She was pale, plain, and stout with a round face and chubby cheeks. She rarely
spoke and if she did, you could barely hear her. She was always alone on campus and very quiet.
She spent time with me discretely during lunch so she did not embarrass me about being behind
academically. Her voice was above a whisper and raspy, but I can remember it so distinctly. She
had a nickname for me, Ms. Smarty Pants, but she used it in a positive way to build my
confidence. She identified my deficiencies and guided me through interventions to develop my
literacy skills such as note taking, organizing information and summarizing. She gave me the
confidence and strength to work hard. Because of her encouragement, I worked twice as hard to
catch up and keep up in my classes. Despite my background and label as an “at risk” student, I
overcame my obstacles.
After a few years of academic intervention of tutoring and remedial classes, I graduated
from high school with honors and was awarded a tuition scholarship to attend Louisiana State
University, the state’s flagship university in the capitol city of Baton Rouge. Because of my
many academic struggles in my personal education, I knew with certainty my profession would
be in education.
Despite the many challenges of teaching in underprivileged areas marked by poverty and
lack of opportunity to access, I felt an obligation to be what I lacked in school until I met Ms.
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Shank, a quality, well-prepared teacher. It was my mission to be Ms. Shank to my students.
When I started my teaching career as a 4th grade teacher in Eastside Parish, 98% of my students
were labeled “at risk.” I thought of Ms. Shank when I designed my classroom. I strategically
designed my classroom to meet all of my students on their level of ability. Students were placed
in various groups according to ability and similar deficiencies so instruction can be targeted for
students. Students worked in heterogeneous collaborative groups during literacy centers and
workstations. When I worked in groups with students for guided small group instruction, groups
were homogeneous to provide appropriate leveled instruction specific to students’ needs. I
planned rotating groups throughout the day to address the needs of my students’ strengths and
weaknesses with a smaller teacher-to-student ratio.
The students I taught also had many obstacles and some educators had deemed them
difficult to learn. But just as I overcame because of Ms. Shank’s patience and guidance, many of
my students rose above society’s expectation, too. I enjoy educating students with great obstacles
because they remind me of myself – Ms. Smarty Pants. It was so rewarding to see them
overcome their obstacles because I knew the greatness felt when overcoming it….
The words of my mother still linger in the walls of my heart spoken so long ago on that
long walk to the library when I was in 5th grade. She spoke a harsh reality about life that I soon
came to realize on my own. Life is not fair. But with dedicated, passionate, and effective teachers
– education can be. My strong familial support, my educational experiences, as well as my
teaching and professional experiences have shaped me as an educator. In a very real sense, all
that I have experienced surrounding education led me to this study.
The purpose of this study was to determine effective teachers’ knowledge, practices,
experiences and perceptions of the implementation of Response to Intervention (RTI). The RTI
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framework is a multi-tiered educational model based on research-based interventions, and
designed to provide targeted assistance to struggling readers. The goal of RTI is to avoid the
pitfall of waiting for children to fail before intervening with additional intervention services
designed to meet their specific, individual needs.
My role as the researcher in this study was to select, interview, observe and review
documents provided by each teacher. My position as a researcher was complex due to my insider
working relationship with the teachers being studied. As an employee at the selected school, I
initially anticipated potential issues of my personal subject knowledge bias. I addressed issues of
bias by facing them honestly and contended with them during analysis. This was accomplished
through careful introspection and reflexivity about the prior knowledge and presuppositions I
hold in regard to implementing RTI in the elementary classroom. Reflexivity is important
because it allows the researcher to publically display biases; otherwise, the researcher will be
severely compromised (Machi & McEvoy, 2012).
I have worked in traditional public schools as an ELA Teacher, Reading Coach,
Interventionist, and Literacy Integration Specialist. I am currently an assistant principal at the
charter school selected for this study. In each position, I have worked extensively with the
literacy and the implementation of RTI in all tiers. I am passionate about the field of literacy and
take great pride in my instructional work with teachers and students. Any given day or evening,
my job may include training teachers with modeled lessons, co-teaching alongside teachers,
teaching, and working with small groups of students during centers and RTI.
I have extensive knowledge about the school, teachers and students. Some would view
my position as a participant observer because insiders are members of a group being studied
(Merton, 1972). However, I am employing an outsider observer role for this study. Because I am
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also an insider when I’m not assuming my researcher role, I have an advantage of understanding
the experiences of teachers. One disadvantage is the challenge of detaching from the knowledge
and beliefs to be able to study it without bias (Smyth & Holian, 2008). The values of both insider
and outsider roles influences research in ways that allows researchers to explore perspectives.
There are no intended variables for my research of study I am searching for truth in whatever
form it produces. In my experience, I’ve seen a range of methods work with children as they
learn to read and learn to love reading. My goal is to produce a study of unpredicted results. I am
open to various educational methods and approaches when meeting the needs of students with
differing needs.
Teachers at the selected school are accustomed to my frequent presence and participation
in the classroom. In an attempt to eliminate familiar behavior that may divert my study, a system
of communication will be implemented. The communication system involved a pre-observation
discussion and two-week notice and reminders of the scheduled observations. The preobservation discussion was held between the researcher and all participants to help alleviate
anxiety participants may experience due to the observations and focus group. The precommunication meeting was informal and conducted in their natural environment for their
comfort. The meetings informed teachers and students of my role as a non-participant during the
sessions and my expectancy of the participants to continue with class as normal. To ensure
honest responses, I will be attentive to the phrasing, sequence, and my demeanor during the
research. There was no amount of preparation that could decrease the excitement of the students
when the noticed the camera and researcher, but it was exciting.
Our administration team has spent a lot of time building relationships and working as a
team. My leadership approach is a nontraditional form that does not emphasizes the hierarchy of
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power and positions. I am a leader that serves on the team with teachers with a common goal of
designing effective learning environments for students. I am open and display humanistic
qualities with staff, teachers, and students. As indicated by recent staff surveys, the selected
school has a positive culture of trust and mutual respect. My goal is to grow teachers, students,
and parents as well as work with them as partners. I encourage autonomy and differentiation in
classrooms to develop children and perform as highly as possible (Maxwell, 2007).
My role as an assistant principal is an instructional leader. My role mostly entails
curriculum, instruction, RTI, and assessments. I make it a priority to visit and participate each
class regularly. I enjoy spending time where learning is taking place. I have become a resource to
the teachers and staff in the building. I have provided trainings on literacy instruction and
providing targeted interventions for teachers. I am an observer and walk through classrooms
frequently. Those visits are mostly informal and I am participating in the lesson activities as a
coach, co-teacher, working with a student at a literacy center or on sitting on the floor with a
guided reading group or literature circle. I have met with teachers after school to assist with
setting up an inviting classroom library or make workstation bins.
The teachers at the selected site understand my role as an instructional coach and their
assistant principal. I provide a wide range of resources for teachers, so they can continue to have
autonomy in their classroom. My goal is to help them improve their teaching skills through a
variety of effective strategies to match the needs of differing learners. As a participant observer
may require me to maintain a sense of objectivity as I observe (Spradley, 1980).
The students, teachers and I have established a rapport and I did not encounter any
significant issues collecting data. The teachers and students were eager and resourceful to assist
in data collection. My role as the participant observant entailed an open minded, nonjudgmental
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attitude that is attentive to learning about the practices and qualities of teachers by carefully
observing and writing what is learned to provide rich details for interpretation (DeWalt &
DeWalt, 1998). Accurate description of interactions, behaviors, conversations, and situations
allowed information about effective literacy practices to be learned from the study.
Summary
This chapter describes the methods used for determining what characteristics and
practices distinguishes average teachers from those who are successful in improving student
literacy skills. I determined that qualitative research with use of the case study design is
appropriate for the study. Qualitative case studies are a holistic view and analysis of a person,
phenomenon, program, institution, process, or institution (Merriam, 2009). In this section, it is
described how participants were selected for the study using purposeful selection and data
sources to determine teachers that met the criteria of effective.
Just as Tree Larry brought insight to my students and I about the benefits and
conservation of natural resources, teacher Change Agents can provide understating of effective
RTI practices for other educators. Rich data provided by qualitative approaches provide a holistic
representation instead of stereotypes and biases based on characteristics (Stake, 2010).
Conversations held through qualitative case study research can provide the essence of how
Meeting Tree Larry brought new insight to my worldview. Getting to know him through
his words and actions revealed the true essence of his character. As a leader, I began to use a
keener lens when understanding teachers, students, and parents. I am careful not to make
assumptions from my preconceived ideas from appearance or reputation. Conversations and
observations help me to make fair interpretations of people and situations, just as I did with Tree
Larry.
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I’m not sure what came of Tree Larry, but I think of him often when I’m enjoying nature.
One person can make a lasting imprint on your heart and soul. Now, I perceive beauty in nature
in a way that is a significant meaning of life. I regret that I never told him what a lasting impact
he made in my life and my students, and this study. The way I became to know and understand
him has developed my democratic leadership style that builds trusting and mutual relationships
through honest conversations. Conversations with teachers have ultimately led to learning from
others and sharing decision making with other educators to improve literacy for our students.
In chapter 4, I will detail the proposed study results. In chapter 5, I will present a detailed
discussion and offer implications.
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CHAPTER 4: RESEARCH STUDY RESULTS
Action expresses priorities.
-Mahatma Gandhi
This current study examines and reports the details of the experiences encountered by
teachers that used RTI in their classrooms. This chapter is organized in terms of two major
themes that emerged from the data analysis of the investigation into the literacy practices of
effective Tier 2 teachers. Data analysis from the analytical process (Saldana, 2015) of coding of
major data sources: observations, interviews, and artifacts, resulted in final themes. Two
primary themes emerged: Theme 1: Qualities teachers who are successful at implementing Tier
2 RTI in their classrooms exhibit and Theme 2: Skills teachers’ practice who are successful at
implementing Tier 2 RTI in their classrooms. Corresponding code instances, created from
individual codes, also emerged. The discussion presented addressed the highest frequencies of
code instances to lowest instance as delineated in Table 4. Relevant research questions were
directed to themes.
Table 4.1 Development of themes, codes concepts, codes, and code instances
Code Frequency Code
51 Reflectivity
48 Strategic

Code Concept
Perception Of

Theme
Qualities teachers

RTI(131)

exhibit that are

37 Growth Mindset

successful at

16 Optimism

implementing Tier

49 Passion

Sense of Purpose

2 RTI in their

49 Connectedness

(125)

classrooms (254)

27 Commitment
Table Continued
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Code freq. Code

Code Concept

Theme

60 Personalized learning

Intervention

Skills teachers

26 Consistency

Instruction (111)

exhibit that are

25 Progress Monitoring

successful at

26

Consistency

implementing Tier

10

PD/ PLCs

2 RTI in their

13 Time

Restorative (49)

classrooms (160)

11 Lack of Knowledge
11 Behavior
9 Preparation
5 Resources

Introduction of Change Agents
The participants were selected for this study based on their effectiveness ratings
determined by predetermined criteria identified in chapter 3. Three teachers that met the
satisfactory status were included in this study. Each participant teaches children in grades
K-4th who were identified as being in need of RTI in a public charter school system in South
Louisiana; each participant was identified as high performing as indicated by student literacy
gains on state tests and other approved assessments, teacher evaluations, TFET, and positive
change in reading and interest and attitude surveys.

81

Change Agent A- Mrs. Royal
“Pleasant”
A young lady with a round face and cheeks stood at her car with a glow in her eyes.
There was a shine to her hair and skin that didn't come with the scorching Southern Louisiana
morning sun. She really wasn't sure about what this year would entail. She was gazing back in
her car to ensure she didn't leave any of the many School Aids bags in her car (hands full
already). Then she came back to make another trip to get the projects she had been making all
summer for her students. I hear her going down the hall chattering with everyone she saw about
the theme of her classroom, her classroom library, and how she couldn’t wait to meet her first
group of students. She radiated the hall, making the entire hall pleasant.
As a literacy specialist, I always make it a point to visit Kindergarten because I worked
with Kindergarten, and I can remember how nervous the students are on the first day of school. I
slip into the classroom and quickly sit in the back/side to observe. I noticed how quiet the class
was, which is normal for the first day of school, but some of the students looked nervous and
shy. So she began to share a story with them and have them discuss the pictures and feelings of
the character. All students were sitting on the rug and as she shared a book, they began to talk.
She was cheerful and engaged with her students; she allowed them to tell their own personal
stories about their journey to kindergarten. As they shared and discussed, I noted that through the
story, students were getting to know each other. On the first day, Mrs. Royal demonstrated to her
students that in her classroom it was fine to have different journeys to get somewhere. She even
told her story. She explained that she was new and had some of the same feelings they were
feeling. The children listened to her as she read and shared; they didn't look nervous or afraid
anymore. She made them all feel at-ease, pleasant, and part of a classroom community.
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Mrs. Royal is a 3rd year kindergarten teacher. She has a bachelor’s degree from
Southeastern Louisiana University, a reputable regional college in Louisiana known for
excellence in educational practices. She is certified by the Louisiana State Department of
Education in Early Childhood Education. Mrs. Royal joined our school upon graduation and
remained because she says it felt right at home being a teacher. Within her 1st year, she was
recognized as “New Teacher of the Year.” Mrs. Royal has a zeal for organizing programs,
activities for behavior incentives, productions, and storytellers for the school. She has a heart for
her kindergarten students, but it also extends to the other students in the school. Mrs. Royal is a
young African American female whom recently got married and has no children.
Change Agent B- Mrs. Patton
“Celebrate!”
“It’s time to learn. Turn your brain on!” chanting, moving, and grooving in Mrs.
Patton’s first grade classroom during Morning Meeting. As I look around the room I notice that
all students are gathered in a circle on the rug enjoying participating in Morning Meeting
performing their best before the day officially begins. Students are patting their knees, swaying
from side to side, smiling and laughing with each other. Mrs. Patton tells students that this time
is important because they are celebrating each other,
We may all be different but that’s ok!” she says emphatically. “We are special. For
example, Tristian is good at soccer. Today, share something that makes you special. Then greet
another student by saying good morning to them. Here’s an example I’ve written for you on the
Morning Message.”
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On the board, I see and hear her read aloud,” September 8, 2017, Good Morning Class,
You are special! I am special because I am a teacher.” She then calls on a student, “Good
Morning ____________. What makes you special?” She continues in an antiphonal (call and
response) pattern of interaction. Children bounce with excitement, giggle, and seem to be all
straining to pay attention, listen to responses while waiting to be called upon to participate.
As I exit the room, I hear excited shouts and clamoring yet ebbs and moments of subdued talk as
students participate and respond. Being a part of Morning Meeting built a sense of community
for the first graders and displayed Mrs. Patton’s nature to celebrate the diversity of children in
her classroom.
Mrs. Patton began her formal teaching career later in life after working as a teacher’s
assistant at Early Head Start. She is a middle age African American female that is married with 4
children. Working with students as an assistant, inspired her to receive a Child Development
Associates Degree, and she was later offered a teacher position. After she received an Associates
Degree in Child Development, she received another in Early Childhood Education and opened a
early childhood learning center that has been successfully serving the community for 10 years.
Later she decided to continue with her education and move into the public school setting to help
older students. She earned a Bachelor of Science in Early Childhood and a Masters Degree in
Early Education. She has been teaching 1st grade for 3 years in the education system. Mrs. Patton
has an ancillary certification in Early Childhood. Mrs. Patton has a busy life beyond teaching.
She has been married for 28 years to her husband and pastor. They both pastor a Christian church
in the community of the school and her learning center. They have five children, four living. She
enjoys teaching and has a deep desire to help all children to be the best that they can be despite
what others believe about them.
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Change Agent C- Mr. Kris
“Masterpiece Theater”
As I walked down the main corridor of Iberville Charter Academy, I could hear a
thundering voice that was resounded over all others. I turned to follow the voice that sounded
like a dramatic, theatrical performance. I was led to the last door of the hallway- Mr. Kris 4th
grade English Language Arts (ELA) classroom. When I entered, he was performing a lyric poem
“The House by the Side of the Road.” I was drawn into his lesson: his voice, inflection,
expressiveness, and demeanor demanded your attention. Mr. Kris’s students, who had a
reputation of being behaviorally challenging, were all engaged and hanging on to his every word.
His students were gazed at him with their elbows on their desks and hands in fists. Their chins
resting peacefully on their fists, listening carefully not to miss a word of the poem he was
performing. They took it all in. His one-of-a-kind and commanding voice that revealed so much
emotion and self-assurance intrigued them. His students were captivated. And so was I.
Mr. Kris is a young African American man that stands with perfect posture, and wears a
pair of black frame eyeglasses. He’s rarely seen or heard on campus, but is full of character in his
classroom. The classroom is his stage, and his audience members (students) are mesmerized by
his performances. Mr. Kris has a background in Music and has performed in musicals and
operas. He is extremely articulate and composed. Before the interview, I believed he was very
confident and fixed in his approaches because he is structured and enjoys whole class instruction
(performances).
Mr. Kris began his teaching career with a Bachelor’s of Music degree in Vocal
Performance. He received a Master’s degree in Elementary Education. He has 5 years of
teaching experience. Mr. Kris has a passion for reaching all children and believes that
relationships, high expectations, and creating an environment where students feel comfortable to
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make mistakes is key to success. Mr. Kris is a single man with no children. He is the primary
caregiver for his disabled mother who is a cancer survivor. He says a lot of what he does is
because he can relate to his students from what he’s been through when he was working before
he was a teacher trying to provide for his and his mothers needs. “ That's part of my identity, and
seeing them as caretakers in their households so early, I know some are lost like I felt. I have that
connection being there. That’s why I have to be here and do something about it. – Something.
Whatever I can.”

Qualities teachers exhibit that are successful at implementing Tier 2 RTI
Successful classroom RTI teachers exhibit the qualities such as passion, commitment,
connectedness, growth mindset, optimism, strategic planner, and reflectivity. I will discuss in
this section how these qualities affect teacher effectiveness in the change agents investigated in
this study.
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Figure 4.1 Codes-to-theme model for code concept Perception of RTI

Perception of RTI
Teacher qualities encompass attitudes, values, beliefs, and ideas about RTI. These
perceptions can drive instructional practices and interactions with students. In this concept, I
noted responses that identified teachers’ reflectivity, strategic nature, growth mindset, and
optimism.
Table 2 illustrates how certain codes were assigned to data. As well, representative
sections were included to illustrate my thought process while coding. The code concept, Sense of
Purpose, was a difficult data concept to capture in words and analyze. I represented it twice in
the chart to further explain the continuance of breakdown of ideas to dissect accurate codes.
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Table 4.2 RTI Representative data examples for sample of codes
Representative
Code
Code concept
data examples
“We have so much fun Passion
Sense of
in RTI! There’s fun and
Purpose
excitement so my
students don’t realize
they are actually
learning” (Interview)

Theme
Qualities of
Effective Classroom
Teachers

“ How I treat students
is important. I don’t
have to think about that
because treating them
right is second nature.”
(Interview)

Connectedness

Sense of
Purpose

Qualities of
Effective Classroom
Teachers

A leveled book is
selected for the Tier 2
group and the teacher
practices reading
strategies with students
and target skills as
needed.
(RTI observations)

Personalized
Instruction

Intervention
Instruction

Skills of Effective
RTI Classroom
Teachers

“Not having enough
resources can be a
challenge especially in
Kindergarten, because
everyone wants their
own book, but that’s
where I have to be
creative and have a
teachable moment on
sharing.” (Interview)

Resources

Restorative

Skills of Effective
RTI Classroom
Teachers

“It’s a great feeling
when students improve
tiers in RTI. I have
experienced where
students show so much
growth they no longer
need additional
supports.” (Interview)

Growth Mindset

Perception of
RTI

Qualities of
Effective RTI
Classroom Teachers
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Code instances discussion
In the following section, I will address each code by order of frequency. While it was a
struggle to separate out what was being observed or responses to interview questions, it is the
combination of these coded behaviors and exhibitions that truly paint a portrait of these teachers
as change agents in the classroom.
Reflectivity. During the data analysis, reflectiveness was a code that occurred more
frequently than any other quality. Being reflective was mentioned and demonstrated by all of the
teachers. The theoretical design of this investigation is based on the reflective theory. The
process of reflection is the basis for interventions to be successful and students to improve.
Reflection caused thought about teaching and learning. Problem solving occurred due to the
reflection and a changed action is an outcome of reflection. Teachers will think about their
thinking and make changes based on the needs of the child or group.
In the interview with Mr. Kris, he recalled how he reflected about his interventions with
students and being intentionally reflective helped him know what worked and what doesn't or
allowed him to know how to personalize instruction for students. When I asked what he
attributed to the growth in his class, he stated,
The experience of just doing the intervention in RTI helps you know the responses to
look for because you’re repeating the process. So you get a chance to think about it. How
can I get them to understand it better? You are able to read the signs through your
students when something hasn't clicked. You can see when the light comes on for that
student.
I observed Mrs. Patton experience the reflective process as she worked with a student.
She noticed a group of students working together to independently make words with letters. She
observed the activity was frustrating for them and intervened to adjust the station activity to
match and sort letters first. This instance was an instant reflection illustrating how, based on
student need(s), teachers have to think quickly when they have to problem solve in the middle of
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a lesson or intervention. It is obvious that Mrs. Patton had to reflect about pacing and moving to
the appropriate level. Getting through lessons and using instructional management approaches
are short-term measures that may be reflected on in terms of meeting outcomes. The individual,
often isolated episodes are building blocks for developing the professional repertoire needed to
reflectively address learning needs and situations.
When we think of reflection, some may think of a quiet space with a journal, leisurely
sipping tea. But the teachers in this case study have described reflection as something you many
do as you are teaching, or between thoughts, as an on-going process based on teaching and
learning relationships and knowledge of students as individuals. For them, reflection was an
intentional, strategic response to what has happened is happening, or they are anticipating
happening. But, there are other times when reflection is more deliberate and purposeful such as
the following example Mrs. Royal provided of a successful experience with the implementation
of RTI. She explained how she reflected on how one student struggled with sight words.
In small groups, we don't focus much on sight words because most students know them
from homework practice and whole group morning work, but I decided to work with him
in a smaller group and focus more on his specific area of need. He showed 28 points of
growth in ELA because he was getting exactly what he needed.
Teachers that are reflective, draw on the past experiences to understand the present situations of
their students and classrooms. They are continuously reflecting and making decisions according
to what is needed for student growth.
Strategic. Teachers are strategic in planning and preparing to ensure small groups are
aligned to student needs based on data. This code was high in frequency due to its related nature
to reflectivity and the continual problem-solving approach used with RTI in PLCs. All teachers
exhibit a purpose in their design and interventions. Their strategies were well thought out and
planned in advance for students to be independent and work toward being on-grade level readers.
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For instance, I noticed how the teachers’ rooms were arranged to purposely support RTI.
They were all designed for whole class Tier 1 with desks and/or rug arranged in a U or similar
fashion for reads aloud, collaboration, and discussion. All rooms also contained an area
designated for small group interventions, Tier 2, to support student needs that are difficult to
meet during whole class instruction. These instructional areas are designed with a kidney-shaped
table, used o facilitate interaction, a teacher easel, and accessible resources for intervention such
as leveled texts, dry erase boards, letter tiles, sentence strips, paper, and writing instruments.
Classrooms were also setup to accommodate collaborative groups of students working in stations
around the room. Some of the workstations included Technology, Drama, Writing, Research,
Science, and Listening. The classroom libraries of these teachers were designed for access for
each class’s diverse learners with a choice of books for students with varied interests and levels.
I also noted that the change agents did not use their boards as displays but as instructional spaces
to function at their maximum capacity for student reference as a word or vocabulary wall.
Teachers were reflective in the process of arranging their rooms to achieve the best result
for student learning and growth. They often rearranged their rooms after they had reflected on
what has been successful and plan more strategically to reach goals. As an example, Mr. Kris
stated that he decided to rearrange his room so his students can be near the boards. The boards
would be more functioning and the stations and small group will center the board so it can be
referenced more often and remind students of their goals for the day. Mr. Kris stated, “I think
they were losing focus of the goal. I always want them to grow, but to never lose focus of the
goal of mastery.” Figure 4.2 illustrates his facilitation of student work, growth, and an eye
toward mastery.
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Figure 4.2 -General layout of classrooms
In Mrs. Paton’s 1st grade class, she strategically plans her small groups to be interactive,
to ensure all students understand the lesson components of the interventions. She states,
When I find out where my students are, I’m going to get a plan for them to go higher because I
want them to exceed my expectations...I use the information from previous test scores and I’m
ready for them and how to work with them specifically when they come.
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She also described the small group sessions as a way for her to maximize accountability
for students because “They cannot hide behind 18 other kids in the classroom as in whole
group.” Mrs. Patton further shares, “There is no opting out in RTI! Everyone writes the letters
and everyone says the sounds because I’m right next to you and I can see, hear, guide, and take
notes on just you.”
Teachers who think strategically, think in terms of RTI being coordinated with core
instruction to move students back into Tier 1 instruction. The deliberate and purposeful
instructional focus of the teachers is to close the gap of Tier 1 and Tier 2 students with the
interventions provided during RTI.
Growth Mindset. The idea of mindset is a significant part of being effective in
improving situations for children and their own instructional practices (Dweck, 2006). Teachers
with growth mindsets believe success is based on learning, persistence, and hard work. In a fixed
mindset teachers believe basic abilities, intelligence, and talents are just fixed traits based on the
certain factors. To be effective in RTI teachers must understand that abilities of students and
teachers can be developed through effort, good teaching and consistency. Having a growth
mindset means you are open to adapt and grow in situations that may present challenge.
Growth mindset was coded when teachers discussed practices related to goals, solutions
and recognizing that students can work harder to improve their academic placement.
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Figure 4.3 Growth vs. Fixed Mindset (Ranadive, 2016 Adapted from Mindset: The New
Psychology of Success Mindset; Dweck, 2006)

In an interview, 4th grade teacher, Mr. Kris illustrated his growth mindset as he explained,
RTI is set up where you have to spend a bit more time redirecting and focusing
those students’ attention on exactly what it is they are working on and providing a bit of
differentiation and scaffolded support for those students to help them understand or
master something that some of your other students might get more quickly.
Mr. Kris understands that the mindset that represented a “not my problem” attitude, is no longer
accepted in the RTI process especially when it relates to Special Education students. All teachers
must now be responsible for all students. His responses demonstrated understanding of
interventions for students that provided varying levels of support according to need. His
responses also indicated he understood that students have varying needs that fluctuate and that it
is up to him to continually move all students forward in learning and understanding literacy skills
and concepts.
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Mrs. Royal also exhibits a grow mindset. In particular, during Mrs. Royal’s interview,
when asked if she feels RTI has reduced the number of referrals for Special Education services in
her class she exclaimed passionately,
Oh Definitely! I’m sure of it. A lot of instances, their parents - being that they’re in
Kindergarten - are concerned that they can’t do this or that, alphabet or recognize words,
and I always tell them, I’ll let you know after I work with them. If I feel they need to
pushed through that system. But most of the time, once I find what works for them, I
don’t normally see a problem so we don't have to do a referral.
Mrs. Royal accepts the idea that students in kindergarten enter at varying levels due to their
backgrounds, experiences, exposure to print and literacy, and she understands that beginning
early with literacy interventions is a must. She knows that the time and effort spent on
interventions with younger students that show initial differences of literacy gaps between their
peers can be reduced. Teachers like Ms. Royal identified this quality and demonstrate they
believed students could grow, and they believed they could grow as teachers through reflection
and strategic planning and by possessing a growth mindset for all children in their care.
Mrs. Patton illustrates a sense of growth mindset in her personal growth as a teacher. As
her observer, I noticed how she attended PLC meetings and immediately seeks ways to
implement the suggestions into her practices. Mrs. Patton states in her interview, “I love to learn,
I just feel that everyday, you should learn something new and as a teacher we should show
children what we have come to understand fully and encourage them by enhancing their
confidence.” Mrs. Patton exemplifies a growth mindset. She is excited to learn and her face
lights up with passion when she talks about personal learning and knowledge. She displays the
same passionate excitement when her students are learning.
As another example of growth mindset, Mrs. Patton shared in her interview how her
students create writing portfolios to demonstrate the growth and development of each student’s
writing in her class.
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We use student portfolios too and that is very powerful for students and parents.
Sometimes children don't realize how much they’ve grown until they see a writing entry
from October and then one from February. It makes them feel like their work is paying
off. And we take time to look at it. It’s important to reflect. In parent conferences and
the parents student data chats that we have where the kids have talk with the parents, I
love those because the kids explain their growth using their data folders. They explain
their growth to their parents and show their improvement and their parents are able to see
how much their child has grown. The parents are so proud. You can see it in their eyes
and expressions. It is so much more powerful the old school conferences where students
are not involved and you are measuring students on grades alone.… It makes everyone
accountable.
Those expressions indicate her emphasis on a growth mindset that both confirms her effort
toward continual improvement and her belief that her students can all advance and progress on a
constant, on-going, persistent basis. The following figures, Figure 4.3, 4.4 and 4.5, are examples
of the kind of student writing she facilitates. Students are encouraged to write about what they
know (my room) and to address topics that are accessible and in response to anchor texts used
during shared reading (Thanksgiving).

Figure 4. 4 Student Portfolio Sample at Beginning of the year - Patton’s Class
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Figure 4.5 Student Portfolio Sample B- Mid- Year Cover of “The First Thanksgiving”
(student named masked)
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Figure 4.5 “Thanksgiving” Continued
(With use of anchor text)
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Optimism. As I investigated the qualities of successful RTI teachers, I recognized they
had positive attitudes about RTI even when they spoke about some of the challenges they faced.
Optimism is a frame of mind that creates a winning attitude and spurs you to take on action steps
and focus on things you can control (Burrows, 2013). In this investigation, I discovered that
teachers were optimistic, and their optimism appears to be a link between teachers’ attitude and
student success. I coded optimism when I observed evidence of: confidence, high expectations,
positive attitude, achiever, setting goals, and solutions. Sometimes this was directly observed,
other times, it was reflected in teachers’ responses. When interviewed, Kindergarten teacher,
Mrs. Royal’s displayed optimism as she explained data chats with her students about their
growth and targets. She described how she converses with students about their individual targets.
There is a data conversation with me that determines how much the student grows with
target for measurements. I try my best to push them for mastery but still be realistic.
Some may say I believe I can do five points better, and I’ll say let’s try for seven and
they’ll agree that they can do it. So we chart seven points as their goal. They all have
their own individual goals.
Her attitude is transformative to students. She is a teacher who is optimistic about goals, her
students are optimistic too. In this instance, the students agreed that seven points would be the
goal she/he will attain, accepting her belief and optimism.
In Mr. Kris Class, optimism is seen in the form of confidence and high expectations. Mr.
Kris sessions are designed to center around and connect back to the Tier 1 lesson objective. The
focus of Mr. Kris is to move students to independently reading comprehension and writing using
grade level text. During the observation, Mr. Kris has the core text for the Tier 2 group during
the session. He responds during the session, “The task of finding the theme was difficult but it is
something that is attainable.” He instructed them with an intervention strategy of using a graphic
organizer that would make the reading and skill easier for them, but afterwards, they would
return to the Tier 1 task and complete it using the skills they learned and practiced during the
99

session. Mr. Kris demonstrated an optimistic mindset in the observation of the RTI session. He
practices high expectations for his students.
His sessions are not isolated stand-alone sessions for Tier 2 students. They are
strategically connected to Tier 1 and are meant to quickly move students back to Tier 1. His
mindset is not focused on students with weaknesses, rather, opportunities for growth. He has an
optimistic in his approach because he is not pacing the Tier 1 lessons to another day. He plans to
readdress the skills and readings where there were misconceptions after the RTI session.
Optimism is perceived by Mr. Kris’ belief in students’ ability to comprehend the readings and
concepts after the session to be able to proficiently respond to the English Language Arts (ELA)
task.
Sense of Purpose
The next highest frequent code that was discussed or demonstrated during the
investigation was the change agents’ sense of purpose as a teacher to their students. This is a
quality that encompasses the teachers’ attitudes, beliefs, values and ideas about their sense of
belonging and role as their students’ teacher. These perceptions can determine the kinds of
connections that are made with the students. In this concept, I noted responses that identified
change agents’ passion, connectedness to students, and commitment.
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Figure 4.6 Codes-to-theme model for code concept Sense of Purpose

Passion. The teachers in this study display a great deal of passion throughout this
investigation. Teacher passion encompasses attitudes, beliefs, interests and ideas that drive
instructional practices and interactions with students. Passion was a highly indicated code, but
the view was diverse in nature by each teacher due to his or her diverse backgrounds, interests,
and personalities. Additionally, they also taught different grade levels, which occasionally
required varied approaches with their students. I coded passion when I identified instances of a
strong desire to impact the lives of students, the joys of teaching, advocacy, special interests, and
pride. Some teachers may not display a jolly smile on their face, but the joys in teaching and
seeing students learn could be felt.
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There was a sense of pride and a high level of satisfaction when all the teachers spoke
about their profession. Mr. Kris experienced feelings of meaninglessness in jobs before teaching
and believes that he had found a purpose in life that serves the greater good. During the
interview, he shared that although teaching required a lot, he was dedicated to his job. He
indicated, “Even though my days are really long and hard, I really do find joy in what I do
because I think even if it’s just for one student that I am able to make a difference.” This can also
be observed in his sense of urgency, which he specified when he worked with students at the
teacher table during RTI. He maximizes every moment with very high expectations and the use
of a timer. Mr. Kris ensured students had a deep understanding of the concepts needed for
closing the achievement gap of between students with literacy issues. His voice exuded this
passion during the delivery of his lessons and coaching. There was a high level of interest in the
lesson content, and it was evident to me that Mr. Kris had spent time studying and preparing for
the lesson. He captured the attention of the class or group by combining his passions for theater
and teaching. He utilized his dramatic use of voice to perform literary works that may seem out
of context to some readers. Mr. Kris integrates his lesson with the setting and helped students
make connections to the text and time period.
Mrs. Royal initially spoke about the many teachers that impacted her life in a positive
way. She recalls in the interview, “The impact they had on my life growing up, just made me
want to be able to do the same for another child.” Mrs. Royal also speaks passionately about
students that need extra help. She enjoys working with those students and seeing them catch on
and catch up. When asked about how she feels about the over representative number of AfricanAmerican boys that have been evaluated and qualified for Special Education services labeled as
Learning Disabled, she shared, “I feel some parents and teachers don't have the tools that work
for that particular child because if you find the right instructional method that works for that
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child you’ll see the growth they are capable of.”
Mrs. Patton also reflected on her past during her interview as I asked her to tell me about
the path that led her to teaching. She put a lot of thought into this question. As she answered, she
sat back and uncrossed her legs. She stared out of the window for a few seconds, and sitting up
abruptly, she exclaimed,
I remember as a child thinking I would be something like super girl! (Smiling) I know
that sounds silly, but in a way I am now. I would have pencils and papers and dolls and
pretended I was in class. (Mrs. Patton’s smile gradually fades and she looks down) All
my life I knew it was something I wanted to do but I didn’t know how I could do that
because I came from nothing and I couldn't be anything. So I just wanted a chance that
someone would give me- just give me a shot- just put me on the field, I’d take my chance
to do what I love to do. – That’s teaching.” She further explains that she can’t explain
exactly why she chose the teaching profession but it was something she felt and is
indescribable. She reported, “ I just knew it was the right choice. It’s all I could dream ofbeing in the classroom- teaching others, helping, and showing as well as learning myself.
When I was a volunteer in my child’s classroom in Head Start made the desire stronger…
other volunteers would complain but I loved it. I enjoyed seeing the smiles on the faces
of the children. Seeing the faces were a big reason I knew I must become a teacher.
Mrs. Patton’s passion for those smiling faces led her to later open a successful Day Care
Center in the community and eventually became a teacher. Mrs. Patton’s passion is apparent
throughout her classroom and the school. During her observation, her extraordinary drive and an
internal fire were evident as she worked with her students. In her interview, she described how
she couldn’t wait to see them everyday.
I wake up wanting to do something different with my hair, classroom, or center so they
will notice. Just their smiles make my day. I love to hear them say something I showed
or taught them, I say WOW! High Five! I’m so excited they can apply something I
taught them to use somewhere else. That’s the whole point! That's the goal. I get so
excited about that.
Mrs. Patton displays a rich form of passionate work ethic. It is obvious that she loves what she
does as a teacher, based on her obvious joy, her enthusiastic sharing of ideas, and her care and
commitment evidenced in her lesson. As I observed her classroom, it was a nurturing
environment conducive to literacy growth. She was constantly moving and interacting with
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students. There were songs and chants for transitions, readings, celebrations, discussions, sharing
out etc. Mrs. Patton made the sessions fun and engaging for students by including herself and
using a sense of humor. She knew how to balance her role of teacher of first grade students
without being too friendly to cause a chaotic classroom. Her role also as a classroom manager
was evident in the classroom with her passion toward her craft. Although the chants, songs, and
gestures were fun, they were also meant to manage the sessions and instill rotations and
predicable routines. It was evident that the sessions were ordered and planned to work through
each session diligently.
Connectedness. The data revealed that connectedness was a major quality that emerged
from this investigation. Passion and connectedness were both coded equally as high instance
codes among data sources. They both ranked highly as qualities that effective teachers’ exhibit
that implement Tier 2 RTI.
The nature of teachers’ relationships dictates the impact teachers have on students
academically and socially. I coded connectedness when teachers discussed or demonstrated
actively building relationships with students, showing empathy, being friendly, nurturing and
having high expectations. Just as passion was viewed differently among the teachers, so was the
attribute of connectedness. Each teacher demonstrated various styles as it relates to their
relationships with students. Although they varied in approaches, I found their approaches were
relatable and effective in improving student achievement. The teachers built trust and a rapport
with students by being nurturing, friendly, knowing their students, and having high expectations
within respective relationship styles. The teachers usually had a central approach they used, but
after reflection, they appear to adjust these approaches and combine the styles to benefit students
according to the needs of the environmental structure needs of the students, and lesson activities
happening at the time.
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As stated previously, Mrs. Royal teaches Kindergarten, and she has connected to her
students and knows them well. She is relatable with them and can tell you about her students in
detail. She’s interested in their lives beyond school. She discussed her approach during her
interview with me, explaining how she gives her students an interest and attitude survey before
school to specifically learn about her students’ interest and families. She’s also interested in how
they've changed after spending a year of kindergarten being immersed in literature and writing.
She delineated,
They’re attitudes about books and reading usually change for the better. They have to see
me excited about books, and I am. Then they pick up on that and they begin to enjoy
books too. Even at our DROP time, [Drop Everything and Read]. I read too. I want them
to see me choosing to read independently and enjoying it.
Mrs. Royal has a close relationship with her students. She calls them friends and she’s friendly
with them. It is obvious that Mrs. Royal’s students mean a lot to her. She spends a lot of time
working with them during periods that are designated as a break for her. She mentions in the
interview that there is not enough time in the day to get all the interventions done and sometimes,
students may have to miss one of their favorite workstations or centers to come to interventions.
She described this exchange between she and her students “give and take.” Mrs. Royal has
frequent interactions with her students that are friendly and makes her approachable. You can
feel the kindhearted climate of the classroom that radiates from her personality. She has a soft
approach and ways to diffuse confusion among students.
In my notes, I recorded that there must be a mutual respect and trust teacher-student
relationship for “give and take” to work effectively. Mrs. Royal makes going to the RTI special.
She described how she gets some reluctant students excited to participate in the interview,
Being a part of RTI is special because most times, when they get pulled from RTI, they’ll
miss one of the other centers and they have favorites especially technology, so I’ll tell
them, Ms. Royal worked really hard to get this lesson to help you and if you work with
me on this lesson, during nap, I will give you an extra five minutes to choose a center of
your choice to go to.
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There seems to be a special bond of trust and care developed so students will understand and
care that Mrs. Royal made a lesson designed for them. After being told this information, her
students are more interested in participating in the group to become better readers.
As an example, Mrs. Royal recently was married and one of the most important days of
her life she chose to spend with her students. She included her students in the wedding. They
were dressed up with signs they personally made announcing, “Usually, she’s our teacher, but
today she’s your bride. The bride is coming. The bride is coming!” Her day wouldn't have been
complete without her kindergarten class. Watching this intentional inclusion and sharing was a
prime example of Ms. Royal’s connectedness to her students’ lives.
I observed Mrs. Royal as nurturing with every response as she guides students in their
skill development with a gentle hand and patient attitude. Here lessons were guided with a caring
nature for the students as they provided predictions for the story they were reading. She
prompted students with pictures and other clues as evidence to make them feel reassured about
their predictions. Her behavior is evidence that Mrs. Royal cared about students as she worked
with them. There were some students that required more attention than others and had not
developed the social skillset to work in a workstation with another group. Mrs. Royal
multitasked to work with the student sitting near her on a beanbag working on a separate activity.
He would get up frequently and tap Mrs. Royal on the shoulder to show her his work, she would
nod, smile and instruct him what to do quickly and get back to her group without it being a
disruption. Mrs. Royal did not display any agitation with the young boy. She was caring, but
firm; she accommodated his need. I identified she had to combine relational styles or he’d abuse
her friendly nature. Mrs. Royal’s dominant relational style is friendly, but she knows what
teaching styles to utilize when needed.
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Mrs. Royal also connected with students entering school being labeled as behavior
challenges or difficult to learn. She could identify with children who were pre-identified or
labeled as challenging because she was a child that dealt with some of the same issues in school.
You can sense the connections she has with her students and her empathy when she talks about
her own experiences as a child with ADHD, “Being a person myself that had ADHD, I was that
kid that was going to meetings to get 504 services and those saying I want able to learn.” And
Although ADHD is not a learning disability; it may require some personalized plans and/ or
accommodations for students with ADHD to learn adequately.
In a similar way, Mr. Kris’ 4th graders have become accustomed to his relational style
because it is efficient for his classroom. Mr. Kris has high expectations for his students and it
was observable in his relationship style. Mr. Kris classroom looks different from the lower grade
classrooms I investigated, but the relationships, which lead to demand high standards of behavior
and effort, are evident. Mr. Kris’ class is set up to identify students that need assistance with the
Tier 1 lesson. He gives them the attention and “think” time they need to respond appropriately to
questions. His style of building relationships centers on his intentions to builds their confidence.
He conveys the belief they can read and respond the Tier 1 passage after only one RTI session on
the same day and has strategically planned for it. Mr. Kris pushes his students who struggle and
challenges. He praises them for perseverance, not just having the correct answer. He lets them
know they make mistakes because he stresses that failure is when you really begin to think.
Not only does Mr. Kris possess a growth mindset, but through example and
demonstrating, he’s teaching his students to have one too. Mr. Kris isn’t one of those teachers
that has a smile on his face and shows outward signs of affection. He’s often quiet and reserved
outside of his classroom. Inside of the classroom, he values children as people and take interest
in their lives. For example, he has sponsored many children for sports, extracurricular activities,
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and field trips without making it a public notice. It is the strong presence that he plays in the lives
of his students that makes the difference.
First grade teacher, Mrs. Patton, was coded the highest for having the attribute of
connectedness. Mrs. Patton referenced and demonstrated many times about her experiences with
her students. As I listened and observed I understood her experiences described as connections
she made with her students. She shared many rich stories that included many of her students and
described her relational style she used to interact with them. Mrs. Patton described students by
name in the interviews and she would discuss the personal successes with them. She talked about
a student that had an achievement and the class shared her success on the success wall. Mrs.
Patton then told me about another student who couldn't make friends and gradually started to
come out of her shell. She also shared with me her experience of another student who was afraid
to read aloud because he was low in reading but now he wants to read all the time aloud. Her
interview was full of personal accounts and how she worked with students to help them develop.
Mrs. Patton ended our interview with a strong connection she made with a student from a
memory she had as a small child. She was a child in Kindergarten and her teacher called her a
word she didn't understand.
Well, as I began as a young girl in Kindergarten, I remember the teacher calling me
dumb. Well I didn't know what dumb was and I went home to ask my mom. She said,
dumb is someone who does not understand. That’s not a good word. I was hurt, but I
knew I didn't want to be dumb, so I tried my best to learn everything I could not to be
dumb.
This instance reveals the attribute of connectedness that Mrs. Patton often displays. The
following is another example of her connectedness. Once, she saw a student with behavioral
issues (Trevor) in the office during her break. This particular day, Trevor had an accident and
was waiting to be changed. Mrs. Patton asked if she could assist and he ran to her. From that day
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forward, Trevor would be seen with Mrs. Patton. In the interview, I asked Mrs. Patton to explain
what happened with her and Trevor.
I knew he had a tough background with some medical conditions and he really couldn't
help the way he was. Maybe it was that, but it was something that drew me to him. There
was something different with him. I could see through the physical to his heart. Other
students teased him and I could see that some teachers did not treat him with respect,
because he does respond slower than other students and he would have accidents on
himself in first grade. But that day I took him and helped him to get changed. After that
he asked to come with me and I took him to my class. I gave him some paper and a
marker and told him to draw a picture of himself and write his name. He told me he
couldn't. I asked why not and he said because he was dumb. And then something clicked
in my head and heart because I heard those words before.(She begins to cry And speak
softly) And I didn't like it. I knew someone told him that. So I took him and started
talking to him and working with him. I asked him what would make you feel smart, and
not dumb? He said if I knew how to read and write like the other kids. I said Trevor,
would you like me to work with you and help you to read and write? (Begins to smile) He
said yes. I said ok. But only if you never say you are dumb again. He agreed. And when
he left my class the last day, he was not reading on first grade level but he made such
significant growth that he does not call himself dumb anymore. He says Mrs. Batton, I’m
SMART!
Mrs. Patton’s relationship with Trevor may be compared to a mother’s relationship to a child.
She knows him so well she can anticipate her response when a situation arises. She recognized a
need for that relational style in his life at that time.
There were also times Mrs. Patton had to demonstrate an authoritarian relationship style
with her class and with a particular student, Trevor. She was able to touch Trevor’s life in a way
that no other teacher or administrator was able to do during that time. Other teachers and
administrators tried several approaches to get through to Trevor, but he did not respond to
anyone else in the way he responded to Mrs. Patton. Mrs. Patton’s approach places emphasis on
patience, building relationships, which results in improved confidence and student growth. It also
promotes respect and dignity for self and others.
Mrs. Patton’s relationship with students such as Trevor displays her beliefs about the
importance of holistic teaching. She cultivates the classroom environment to ensure it is a
climate of mutual respect, cultural diversity, openness, support, and real world applications that
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integrates teachings of social and emotional learning when applicable. In her interview, she
explains further,
At my children’s’ stage of development it is important to focus on other aspects of
development too. Yes, we’re pressed to get everything in with the curriculum and all, but
the growth or development of a child is important in every way. So, I have one student,
Shayna who was so unsure of herself and didn't talk with anyone. She would talk just a
little. Well, I didn't know her dad left home until she burst into tears one day. But,
because of the small groups we consistently have, she trusted others and me in the group;
it’s like a family or even a support group at times- if needed. She was crying. I stopped
the group and said ‘Gimmie 5’ and held her and just rubbed her back for a minute. She
said, ‘My daddy left from home.’ I didn't say anything. I just rubbed her back. She said,
‘I need him.’ And everybody was very quiet and some of them started to get emotional.
Although there were no words we could speak at that moment, we let her know we were
there. And most importantly, she felt safe to express her feelings to the group and me. As
friends and peers, it’s very important to learn to listen to others and have empathy.
Mrs. Patton’s works with hers students in a well-managed learning environment where the
climate contributes to high expectations with well-planned systems and routines that result in
students knowing and following classroom routines as they work well together. In one example,
she explained a time that she needed a moment, and her students knew exactly what to do.
Last school year, one of the students I taught was murdered and the next day I tried to
come to work. I didn't tell anyone what happened, but one of the students said, ‘Mrs.
Patton, Your eyes are red. Are you crying? You’re not smiling today.’ Tears rolled down
my eyes. And instead of them talking and cutting up, you know what they did? One of
the students held up her hand and said ‘Shhhh, Ms. Patton needs a moment. Gimmie 5.’
Then another student called another student by name and said, ‘Come on let’s do the
morning message. Its ok, Ms. Patton, we know what to do.’ And they did the morning
routine and one student would check on me throughout, and at the end, they all hugged
me and told me it’s going to be ok. They said lets talk about it. The same process I use
with them. It made me happy to make an impact in their life. They helped me overcome
that issue… I try to build academic skills with them but also skills I know my kids need
for life because I live with these children, I see them in the grocery store, church, and
community events. They have to be prepared for life.
Among the evidence observed among teachers, to a larger extent, connectedness and the nature
of your relationship with students dictates the impact that teachers have on students under their
care and supervision.
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A quality that was seen with among all change agents was connectedness and passion.
They were both codes that are indicated high on the investigation for qualities teachers exhibit
that are effective in implementing RTI. I’ve observed passion and relationships combined
together to make learning fun and interesting in the classrooms I investigated. The power of
passion seemed to be contagious to students and in turn, motivates them to become passionate
about learning by igniting their inner curiosity, and it gives them confidence in their own
capacity to learn. I observed passionate teachers generate enthusiasm, displayed to bring out the
best in their students and share their joy for literacy and a love for learning.
Commitment. In this investigation, I sought to discover what qualities were important
that effective classroom RTI teachers exhibited. As I analyzed the data, the characteristic of
commitment emerged from the various data sources.
The teachers in this study were committed to a Sense of Purpose to make positive
changes in the lives of their students. The data indicates that each teacher had times when they
did not see the results they desired but continued despite the obstacles and difficulty. Mrs. Royal
explains about her first implementation of RTI,
When I first started with RTI, I didn't see the immediate success I thought I would, but I
had to continue on and then I started to have some positive experiences where my
students who were struggling were able to dig in and focus to target specific needs they
had to help them grow.
She also referenced effort when she discussed the excessive number of African
American boys that had qualified for Special Education services. She said, “It’s just about
people being willing to put forth effort for students.” Mrs. Patton displays commitment in her
willingness to learn and implement with joy and enthusiasm. She describes her commitment to
her students and RTI in this statement during the interview. “Now, I’m sold on RTI. I don't let
up. I’ve seen how it works with my babies and it produce results. Looking at that chart really
blessed me- how they all came up. I call it process, progress, success!”
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In, Mr. Kris 4th grade class, commitment was a quality that emerged as well. During the
interview, he discussed how he has concerns about his Special Education students and was
unsure about how to address their needs, but he still spends extra time with them during times
designated for RTI to support them more than their Special Education pull out times. This extra
time spent with these students are not required, but Mr. Kris is committed to all of the students in
his class and desires to see them all achieve. The data revealed that teachers in his study were
committed for the long haul and don't give up when things get difficult. It is critically important
to continue after failure. Some people are great when things are going well, but they fall apart
when things are not. High achievers stick it out despite obstacles (Duckworth, 2016)
Table 4. 3 Code instances by teacher
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Table Continued
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During this investigation, I was interested in the question, who were the people at the top
of the field in literacy at a select charter school in South Louisiana? What are they like and what
makes them special? The qualities that were generated from the data from theme one will
provide the answers to the research questions 2 and 4 posed in chapter 3 of this study.
Theme one generated concepts and codes related to the qualities of teachers. They
explored teachers’ ideas and attitudes that will answer the questions the research intended to
answer about qualities teachers possess and their perspectives.
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Research Questions 2 and 4
RQ2. What are the educational perspectives of general education Tier 2 teachers that have
displayed literacy growth?
Perceptions of teachers were studied and indicated as the code concept, Perception of
RTI, in the data outcome. Teachers’ perceptions of RTI explored how they viewed RTI, which
includes anything that affects their attitudes, beliefs, ideas, and feelings of the implementation of
the process. Perception of RTI was among the highest coded concepts of all of the concepts.
There were 154 documented codes of Perception of RTI within the data sources. This indicates
that teachers that participated in the study perception of RTI is relatively positive and are
strategic and reflective in their approach to RTI because of their beliefs. They all had the general
belief that RTI should be used as an early intervention to address and support literacy challenges
for individual students in school.
The participants’ perceptions indicates their knowledge of both students abilities and of
the structure of RTI that ensures that all children have access to high quality instruction and their
needs are identified, supported, and served early and effectively. The structure has been
embedded into their teaching lives and campus realities and unconsciously affects how they
teach, interact with students, think, act and feel. The structure of RTI is evident in mostly
everything participants said and did, either as a code or an underlying factor, but after much
analysis, it was evident that the teachers had a keen sense of the intent of RTI and implemented it
for that purpose. They understood that the goal was to improve students’ literacy skills so they
could be capable of reading and enjoyment in Tier 1 core instruction (See figure 4.7). The
teachers that have a positive view of RTI and strong ideas about the structure were associated in
the study as being optimistic, reflective, strategic, and having a growth mindset. They tend to
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have a set of core values and ethical morals that they are instinctively guided when it related to
the joy of literacy being the end goal of teaching struggling readers.

Perception of RTIEffective teachers understand the cohesive structure of RTI. Each advancing tier involves the
previous.
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Figure 4.7- Teachers’ Perception RTI Framework
My aim of this current study was to explore the depths of teachers’ stories to find what
makes them outliers in RTI. Kindergarten teacher, Mrs. Loyal, in her interview and observations,
displayed perception of RTI in the reflectivity category. Mrs. Royal is a reflective teacher who
views RTI through a reflective lens. The way she feels about RTI, her students, and classroom is
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due to her reflective nature. During the interview, Mrs. Royal further explains how she feels
about being prepared for RTI. She explained,
I’m never really prepared until I know my students…. I can always say, I know different
strategies for literacy interventions, but I know what worked before. When I get a new
group of students, I’m not certain that will work for all of them so I may have to try
something different for some, one, or all of that group. So, I have to become prepared to
be adaptable when I receive my students to be able to adjust to what they need.
In the interview, Mrs. Royal displays her perception of RTI as a structure that attempts to close
the achievement gap through interventions provided to student according to personalized needs.
Her attitude, ideas, and beliefs are evident in the interview that emphasizes willingness at
whatever cost to help students that are struggling to read.
Of the Perception of RTI code concepts, Mrs. Patton, revealed strength in the growth
mindset quality. She was observed as having 18 coded instances of growth mindset. She
provided examples of growth as she shared about her personal and professional experiences.
Mrs. Patton was explicit and spirited as she shared her experiences. Her voice, facial expressions,
and body language, were expressive and transparent in her interview and classroom observation.
She admitted she was apprehensive about trying to implement RTI at first. She describes the
initial onset of RTI as, “I felt like it was too much… I felt like I would fail…. I knew I couldn’t
make them do all this… It was like everyday I was paranoid.” Another teacher, her next-door
neighbor, and Kindergarten teacher, Mrs. Royal, encouraged Mrs. Patton.
Mrs. Royal came over and said; look you’re already doing a lot of it with personalizing
instruction. Just do what you love to do and make it work for you. After I scheduled a
time, it was easier. I still get overwhelmed, but it’s not as bad as it used to be. After a
while it's the norm. We just do it. We have RTI.
In tandem, there were many instances where Mrs. Patton acknowledged growth in her classroom
as it related to RTI. She mentioned one student that came into first grade as a nonreader, but with
interventions, was able to read on a beginning of the year 1st grade level.
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I had a student that had a problem recognizing site words. So I just started working with
her with books. She recognized the sight words in the books! The same words she didn't
know with the flash cards or isolated. But that student knew them in context in a book
which is the ultimate goal anyway.
She states quietly but with conviction, “I have had many success stories, and I am proud of my
students.” Mrs. Patton says begins to work with students as soon as they enter her classroom.
Mrs. Patton and the other teachers were all reflective teachers, and it was obvious that this
quality was directly associated to their character. These teachers gave close attention to
individuals’ development and reflected on student’s performance to devise new approaches for
improving literacy skills during RTI.
Mr. Kris’ reflective nature leads him to think strategically about his approaches and the
overall flow of RTI to include all students and improved literacy skills for placement into the
Tier 1 level. Some teachers see a fragmented framework for RTI that separates students by levels
and abilities. Students from Tier 2 may sit in a Tier 1 classroom, but they are not participating
because the teacher knows the students are not capable of reading the text or respond adequately.
Mr. Kris has a true, No Opting Out method of bringing the Tier 1 lesson back to a safe place with
a semi-guided approach. (See figure 4. 8) Mr. Kris has tapped into what many RTI specialists
and researchers in the field, have yet to fully understand. It is obvious through Mr. Kris’
interview and observation that this structure is established, and he begins with the end goal in
mind. The RTI process is not viewed as separate pieces to a whole, but an integrated whole that
is constantly moving towards a goal of everyone being a part of the whole, which is Tier 1,
reading and responding to grade level text. I noted in Mr. Kris’ observation, his calm voice but
serious voice that indicated the importance of the lesson in that it would be a basis for returning
to the core lesson from earlier that day.
His classroom is highly focused on quality writing to express your understanding of the
literature. The workstations he assigned students were accountable through writing. His
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decisions are strategic because he senses the underlying structure of RTI and he has a keen focus
of that. When asked about students being reluctant about participating in RTI he stated, “When
there are things that need to be done, we have to work together to get them done. We are
working on growth to mastery and it may look different for some students.”
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Adapted from Teach Like a Champion (Lemov, 2015)
Figure 4.8 Mr. Kris’ No Opting Out of Core RTI Classroom Framework
Numbers, data, charts, self-correction ratios, accuracy rates, means, and standard
deviations can be complex for teachers that did not attend a research university, recently take an
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educational research course, or chose education as their first profession. Often data that is
isolated is useless for teachers. Mr. Kris’ principal, James McCoy, realized his qualities of
strategic information and data synthesizing and offered him a position to also serve as our
school’s data specialist. Mr. Kris accepted the position and in addition to ELA teacher, he also
presents data and actionable steps for teachers of RTI and other subjects. Mr. McCray
acknowledged Mr. Kris as a notable employee, teacher and data specialist because of his “special
skillset of analyzing and synthesizing data in meaningful ways.”
The principal also stated that Mr. Kris’ data and steps have improved the way PLCs are
viewed. Teachers don’t have to be confused about what data means for them down to individual
students. The principal shares, “Mr. Kris is efficient, and he has a way of making data plain for
teachers and what to next for performance. What’s most important to me is the connection from
data to actions for performance.”
I identified through the many instances coded for strategic that Mr. Kris perception of
RTI is positive because his strategic nature is a distinct way of thinking with a special
perspective that allows him to see patterns when others see complexity. He sees a way to
complete and achieve the goal before him because of an underlying blueprint that exists
subconsciously.
Nuanced qualities versus skills these teachers exhibit that are effective implementing Tier
2 RTI, accounted for a large amount of the data collected in this study. A total of 256 codes were
reviewed that effective teachers’ perceptions are generally positive about RTI and they have a
genuine sense of purpose for teaching. Students worked toward academically challenging goals
because they believed they were capable, and the people around them are also capable and can
be trusted to help them.
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RQ.4 -What are the qualities of general education Tier 2 RTI teachers that have displayed
growth?
Teachers’ qualities were studied and certain ones indicated as code concept, Sense of
Purpose, in the data analysis outcome. Teachers’ Sense of Purpose explored their purpose for
teaching, which includes anything that affects their attitudes, beliefs, ideas, and feelings. Sense
of Purpose was the second highest coded concepts.
There were 125 documented codes within the data sources of Sense of Purpose. Within
Sense of Purpose code concept, passion and connectedness tied had the third highest frequent
codes (49) after reflectiveness (51), and personalized learning (50). This reflects that teachers
that participated in the study were passionate about teaching and committed to their students and
profession because of their passion. They all had instances of how they had devoted their lives to
their students. The teachers also exhibited a positive view about teaching and strong ideas about
the student relationships were associated in the study as being committed, passionate, and
connected.
Effective Tier 2 RTI teachers possessed qualities of enthusiasm and a love for teaching
and students because teaching is their passion. The data that were examined showed evidence of
teaching as a calling that meant something more than a job. Mrs. Royal explained she was led to
teaching because of her, “many great teachers that impacted her life and in return, she wanted to
do the same for another child.” Mrs. Patton found it hard to define. She used the word
“indescribable.” She also depicts how she takes great pride in what she does and what her
students had accomplished academically. An expression of pride was shown on her face as she
displays her growth chart for me to review. Mr. Kris used the words “passion”, “interest” and
“something just told me to do it” when describing his career path to teaching. He described his

121

days as really hard and long but he stated in the interview, “I consider it worth it because it’s
certainly a joy in what I do - even if it’s for one student that I am able to make a difference.”
The teachers were passionate in their styles, but it is important to note that they all have
different approaches. Mrs. Royal and Mrs. Patton displayed similar dispositions during the
interviews and observations. Their personalities are enthusiastic and nurturing with students.
Although they were nurturing with students, there was a sense of underlying authoritarian
disciplinary styles evident in both classrooms. There was constant activity taking place in their
classrooms that you would expect to see in an early childhood classroom. The classrooms were
structured, yet flexible and offered some choice in student workstations. Students could decide
what activities they would like to do in writing or in word work. There was support and attention
given to students’ emotional needs throughout the lessons. Teachers were highly responsive to
students’ facial expressions and verbal requests. The teachers showed characteristics of passion
by being responsive to students’ specific needs and working actively with students. For instance,
simple techniques such as addressing students by name, having positive interactions, and having
a sense of humor convey teaching style but also, their individual teaching qualities. Trust and
respect was established and maintained through relationships the teachers built with the students
through the qualities of passion shown by the teachers.
Fourth grade teacher, Mr. Kris, shared some similar qualities as the ones identified with
the lower grades teachers. He enjoys teaching and expects students to learn and grow. He
expressed being empathetic to how his students’ negative image about participating in RTI, and
he was patient with students as they worked through challenging concepts.
Mr. Kris indicated in his interview that his job responsibilities were more than expected
when he initially began teaching and the days are long and hard. Mr. Kris admits that teaching is
a complex and demanding profession, but he sustains his energy and enthusiasm for the work by
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maintaining a personal commitment to the profession. Being committed is a quality that effective
teachers of RTI possess and Mr. Kris had a high frequency of instances for commitment where
he demonstrated commitment as an investment of time outside of contact hours with students
focused on the individual needs of students.
The teacher is a representative of the school, students, and administration. Qualities of a
teacher are an important factor to effectiveness. Qualities are directly linked to self-perceptions
of how teachers view themselves as a person and identify as a teacher. The views of the
relationships with students often determine the qualities teachers have as a result. In this case
study, it was represented that the teachers were passionate and enjoyed seeing students develop
literacy skills for the joy of reading. Therefore, they were committed to the process and were
willing to go above and beyond to accomplish the goal of literacy for children. Passionate
teachers exude enthusiasm in the classroom and those feelings are often transferred to the
students. The teachers in this case study also indicated a special interest in individual students
and groups, thus the nurturing and patient qualities were exhibited in the data. It was evident that
this type of atmosphere was conducive to an effective RTI classroom and relates to the students
has an impact on the students’ experience in the class. Many aspects of effective teaching can be
cultivated, but it is difficult to effect change in an individual’s personality. The teachers in this
study came to the profession with a passion that positively affected their perceptions and
character.
Skills teachers exhibit that are successful at implementing Tier 2 RTI
Successful classroom RTI teachers exhibit skills such as providing instructional
interventions, consistency, maximizing professional development, being restorative with time,
resources, and behavior. I will discuss in this section how these skills affect teacher effectiveness
in the change agents investigated in this study.
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Figure 4.9 Theme-to-code model for concept code Intervention Instruction
Intervention Instruction
Personalized instruction. The data indicated that personalized instruction was coded at a
high rate among the skills relevant to the skills teachers exhibited that are effective at
implementing Tier 2 RTI interventions in their classrooms. This code was among the highest
instance of all codes in the theme 2, Skills. It was noted 50 times – the second highest in the
study, with reflectivity of theme 1, Quality, being the first with 51 codes. The Personalized
instruction code was mentioned or demonstrated by all of the teachers in the study. I coded
personalized instruction when teachers described or demonstrated literacy instruction in small
groups, personalized any aspect of instruction, personalized RTI, and or personalized
workstations/centers.
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Data analysis indicates that the teachers in this study personalize instruction to meet the
needs of their students as a habit of practice. The teachers in this study are effective and have
skills in intervention instruction during RTI in their regular classroom with Tier 2 students.
Teachers shared their experiences about how they use various resources and methods to
prepare for lessons because they can be utilized to help personalize reading instruction and
interventions for students. This is a key factor in their approach because not all students learn to
read in the same way or at the same pace. Mrs. Royal stated,
Knowledge of your students plays a significant role in providing personalized instruction
for RTI. Now that I’ve been properly trained to implement RTI and like RTI, I still don't
feel really prepared until I know my students, so I prepare the best I can at first with what
I initially have, but I know I may have to change things based on their needs.
Mrs. Patton had a similar response on the topic of personalized instruction. She explained,
I begin early in the summer to understand who my children for the upcoming year are and
where they are [academically]. I try to meet the parents. Get a Personalized Learning Plan
(PLP) in place ahead of time so I can see where we’re going, but all the time knowing
things can and most of the time change. But, I am ready when school begins with
different resources from last school year’s data and I’m grateful that I have that autonomy
and do not have to wait on the first testing cycle to get my groups set up. Throughout the
first days of school, I’m still in the learning phases and students are constantly moving
[groups] but I’m learning how I can best meet their personal needs.
In the lower grade classrooms, I found the personalized approaches were hands-on. I
noticed how students spent time working with letters, sounds, and words. Within this time, they
used a lot of verbal language. In both Mrs. Royal’s kindergarten and Mrs. Patton’s first grade
classes, students in the Tier 2 group were constantly practicing speaking, writing, and scribing
the letters, sounds, and words with their teacher. During the RTI lesson, students were instructed
to work together during word work as they made words they needed to practice.
Mrs. Patton gave special assistance to students but also took notes of words and patterns
they continued to have problems with during the session. Making words was used for a variety of
literary skill practices. The words were used to segment, blend, spell, pronounce, create a
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sentence, illustrate, and practice letter-sound relationship. Mrs. Patton spent about half of the
time of the RTI lesson on word work. She personalized the lesson further by working with
students in their weak areas as they worked on that component of literacy during RTI. For
instance, If Raegan is particular weak in vocabulary, during the reading, Mrs. Patton ensures
opportunities for Raegan to use context as clues to clarify meaning of a word.
In Kindergarten, more time was spent with books and reading, Mrs. Royal spent a lot of
time with book features, making predictions, illustrations and reading the book. The book was
leveled for the Tier 2 student group that needed guidance with the core instruction of text
analysis for close reading comprehension skills of retell and identifying main idea and key
details. As students were in intervention personalized instruction was provided in small
manageable chunks. Mrs. Royal modeled and guided students through each step with think
alouds. Various reading strategies were used to read each page of the book as Mrs. Royal
conducted a quick skills check with students. As students read, Mrs. Royal listened to student
read and gave feedback to improve each child’s literacy skills. Then she gave them an
opportunity to practice the skill in context. It was a meaningful way for students to practice the
specific skills the needed. It was evident that the teachers had a firm core belief that every
student is unique and come with an array of experiences and skills.
In the intermediate grades, personalizing instruction can be an issue with some teachers
because state standardized testing is a top priority. Testing teachers concern is the test is
standardized, which means for the general classroom teachers and students, the test is uniform.
There will not be levels or personalization according to needs on the state test for students. In the
setting for the study, this has been an issue as well. Unlike traditional public schools, charter
schools like the one being investigated, must make a predetermined growth score to remain open.
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This has caused stress for administrators, teachers, and administrators of the school. Testing can
be an exhaustive, stressful task for teachers of 3rd -8th grade teachers.
Mr. Kris, a successful 4th grade teacher of ELA and social studies, has personalized
instruction for 4th grade students and it has shown great benefits for his students. His classes have
been the highest achieving in the elementary school every year since the school’s existence and
2nd highest in the school last year. Mr. Kris shares he was aware that,
The amount of testing and preparation can seem heavy, but some of the information we
collect from assessments can help us personalize instruction to help kids on a smaller
scale. We can use testing to see if what we are doing with kids is working, if they are
using those strategies we’re teaching in group [RTI]. The information gained through
assessments can better help teachers understand the needs of students.
Mr. Kris suggests that utilizing assessment data to improve student outcomes by personalizing
instruction is key RTI.
The theoretical design of this investigation is based on the reflective theory. Reflectivity
was also among the highest of the codes in this study. Reflectivity and personalized instruction
are highly related in that you must reflect to provide effective personalized instruction. The
process of reflection is the basis for interventions to be successful and students to improve.
Consistency. According to the data, consistency is highly relevant when it comes to the
effectiveness of RTI. The data indicates that the teachers in this study are consistent in meeting
the needs of students in RTI. This topic was discussed in interviews and initiated by teachers
when asked what do they attribute their success of RTI and/or what is a challenge. Mr. Kris was
one of the teachers that said it was both a success and a challenge. Although he consistently
pulled the RTI Tier 2 group, it was a challenge for him.
There’s so much to do in a run of a day. But you do the things you know your students
have to do to be successful. It’s difficult though. I must admit- you know, to remain
consistent and I think that's probably one of the hardest things to overcome, but yet one
of the things that has the biggest impact.
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Mrs. Royal points out how she is consistent when working with all of her students on
their individual levels in Tier 1, so they are not aware of RTI. All students are leveled into
groups and meeting with her is not a special occurrence in her classroom. Mrs. Royal explains,
“They don’t know I’m calling them because they don't know[a skill], they feel like this is just my
time with Mrs. Royal and she’s working close with me. We do it everyday. Consistency- that's
the only way it’ll work.” Mrs. Patton echoes the same idea. She explains that she also has to
remain consistent to properly manage her classroom. Now her students expect RTI and it’s the
norm, “like putting on socks and shoes.” She says with a chuckle. Mrs. Patton describes the RTI
process as an occurrence that she “doesn't let up on.” The RTI is an important time that cannot be
sacrificed.
Observation data supported teacher use of strategies to maximize and consistently use
RTI. Teachers demonstrated utilization of teacher tables with teacher and student tools for
intervention such as a teacher supply tray with sight words, index cards, dry erase boards, books,
letter tiles, picture cards, etc. There are resources available for the teachers’ planned lesson and
for whatever direction the lesson may take according to the needs of the group or child(ren) in
the group.
Progress Monitoring. Results showed that effective teachers’ progress monitored
students in RTI. Progress monitoring is a factor of what makes RTI successful for teachers.
Progress monitoring was described or demonstrated in the data 25 times. I coded progress
monitoring when I noted formal or informal assessments that tracked students’ performance in
literacy. Mrs. Royal discussed that in Kindergarten, the groups can change rapidly. “I love that
they move levels and they do too, but it takes a lot to keep up with all the data,” she explains.
There are many resources she uses for tracking. In her classroom, I observed a large binder, clip
board, and folder used for note-taking and keeping data. I noticed how Mrs. Royal uses notes and
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other informal data to analyze the progression of her students. She discussed in the interview, if
her NWEA data indicated a student had progressed in vocabulary, but shows weakness in
fluency, she knows to adapt her interventions to meet the students’ needs in fluency.
The 1st grade teacher, Mrs. Patton, keeps informal reading notes for her students too.
I write on regular paper and anecdotal records so I know where my students are and how
to focus in on where their deficiencies are. But mostly I like to see how they've grown.
We keep track so other teachers in the grade know too when they come to help. We use it
to progress monitor.
Progress Monitoring is used for moving students between tiers and out of RTI back into the
general classroom setting. In an earlier section of this chapter, Mr. Kris mentioned how progress
monitoring and interventions successfully moved students back into the Tier 1 setting. The
purpose of progress monitoring and RTI is to move students from supporting tiers to
independence and enjoying literacy.
Professional development. The topic of professional development emerged in the data 10
times. Teachers discussed professional development as an initial training and follow-up in
weekly PLCs and data chats. Mrs. Royal says, “I really didn't know what I was doing until I was
properly trained. So now I know the difference between whole group and Tier 2. Gaining that
knowledge has helped me understand the process a lot better.” There was frustration among
teachers about the implementation of RTI and complex nature of the problem solving approach
our school adopted. Mr. Kris conformed to RTI but admitted, in the beginning he, “didn't fully
understand the purpose.” But he explained how PLCs, specific to RTI and data chats helped
clarify the purpose of individualizing needs. In the meetings, teachers shared their experiences of
being comfortable talking about kids often with a level of specification-even when things are not
progressing. The meetings are designed to be reflective in nature to problem solve for teachers
with supportive feedback from team members, specialists, special education teachers and
administration. Mrs. Patton discussed professional development for RTI in her interview.
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We received classes at the beginning of year and training and moral support from other
teachers that are excelling at it [RTI] in the classroom. They supported us all year and
showed us some of their ideas. And the principal-she comes in the classroom and works
with the children and us. She showed how she would do, but she didn't show us how we
had to do it. She showed us some effective ways of how we could choose to work with
students. Every Wednesday we talk to Ms. Skipper (Curriculum Resource Teacher) at
PLCs on other ways to implement RTI. She shows us how to work with students in
interventions and how to work with students who need extra help.
Mrs. Patton shared how PLCs have assisted her because she can immediately implement
suggestions in her classroom and she has a team that can assist if she needs follow-up. Specific
strategies and placement decisions are made along with data action steps during PLCs and data
chats.
Although, initially the problem solving approach seemed problematic to teachers, in the
end, it afforded teachers a greater sense of autonomy and personal efficacy as educators. In PLCs
teachers’ information and ideas were factored. Teachers truly matter when influencing positive
learning outcomes in literacy.
Restorativeness
Data concluded that successful classroom RTI teachers exhibit skills such as providing
solutions to problems. Teachers in this study were restorative when encountered with challenges
such as lack of knowledge, time, resources, and student behavior. I will report the findings of the
investigation as it relates to restorative skills that affect teacher effectiveness in the change
agents investigated in this study.
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Figure 4.10. Theme-to-code model for concept code Restorative
Time. The data indicates time was considered a significant challenge for teachers when
implementing RTI. Time was coded 13 times during the data analysis process. Although time
was an issue for teachers, there was effort put forth to solve problems relating to time.
Observation data indicated that teachers ensured their RTI time was sacred and maximized their
with timers, smooth pacing, and minimizing distractions. Teachers used classroom management
strategies such as “Ask 3 then me”, playing low classical musical, and independent literacy
reading activities to minimize distractions during RTI. Mrs. Royal explains how challenging it is
to “get in all the skills and catch kids up at the same time” in kindergarten. “Sometimes they can
come in with such large gaps. But I try my best to get it done.” She said. She discussed in earlier
section the, “give and take relationship” she and her student have to make up the lost time from
131

literacy workstations. This seems to work well in her classroom. Mrs. Royal identifies the
problem of lack time, but has developed a system that is restorative of some of the time she and
her students need.
Mrs. Patton echoed the same idea of developing a system that works for your classroom.
“Yes, we are pressed to get everything in the curriculum and all, but the growth of a child is
important in every way. At their stage of development I must also focus on their social needs
too”. Mrs. Patton integrates life skills into the read alouds and books she reads with students. As
I observed her class, I noticed how she incorporates emotions, real life skills, diversity, and
social skills into her lessons and interventions with short interjections as much as possible. For
example, students are reading at the teacher table about a girl who shares her bread with ducks.
Mrs. Patton mentions how sharing is something students should do with their friends who are in
need. Mrs. Patton uses time efficiently for teaching what she feels is important to fostering the
whole child in her classroom.
Mr. Kris described how time consuming the role of teacher can be with the tasks of RTI
record keeping and other documentation for other responsibilities. Even for effective teachers,
the “heavy load of paperwork can be overwhelming.” I’ve gotten into the habit now that I stay
late most days- late into the evenings because I just don’t have time to get it all in during the
day.” He says he’s learned to utilize his PLC/planning times efficiently. “I am productive during
those times, so that is less time, I have to stay after school [for continued] planning,” Mr. Kris
explains. During the interviews with the other teachers, they reported they also routinely stay late
in the evenings to complete documentation and prepare for lessons.
Lack of Knowledge. As the data were analyzed to determine what experiences effective
teachers have during RTI, it was reported that there were some mixed feelings about
implementing RTI in the classroom due to the lack of knowledge about how to match student
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needs to high-quality instruction and interventions. Lack of knowledge was coded eleven times
in the data sources. It was coded when teachers described instances of confusion of the RTI
process or how to meet struggling students’ needs in literacy. Mr. Kris had a valid area of
concern as an intermediate grade teacher with students functioning below grade level with skill
development deficiencies in word structure and fluency. It is evident through Mr. Kris’ interview
and observation, that he understands the purpose and process of RTI, but is apprehensive about
what approaches to take when implementing RTI with those students. He states, “It is really
difficult providing instruction to those students in my classroom, especially being a new teacher.
You’re not always quite sure how to address their needs in that way.” As I observed Mr. Kris’
RTI session, a student had difficulty reading a word in the text. Mr. Kris is very knowledgeable
and skillful in improving student comprehension and vocabulary, but lacks knowledge of the
lower level reading strategies that many 4th graders may be deficient, such as phonics that can aid
in problem solving and fluency. Even with Mr. Kris’ proven success in ELA, he still feels
inadequate when addressing the needs of struggling readers.
Mr. Kris does not allow the lack of knowledge in one area to stifle his effectiveness in
RTI. In Tier 2, he continues to work with students with deficiencies using alternate strategies that
work for students. He is restorative and uses reading strategies such as context clues and read
around the word as word solving strategies. These methods are excellent approaches to solving
words than attempting isolated phonics skills with students.
Mrs. Patton was transparent in this area of the interview and provided helpful information
about what she lacked as an RTI teacher and would be useful as future professional development.
She discussed with me in her interview how she felt she lacked knowledge in the area of
research-based strategies for writing as a response to text. “Sometimes there are students that
can’t write about what we’ve talked about [in class] or has problems connecting the story in
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writing. I know I have ways, but I want to learn other ways to get writing [skills] across to my
kids,” Mrs. Patton said. Based on the artifacts and observation, it is evident Mrs. Patton focuses
heavily on writing in her classroom. It is theorized that this is why she would like to learn more
about student writing and teaching. 1st graders are charged with a challenging task responding in
writing to text using evidence recounting two or more appropriately sequenced events including
key details regarding what happened with the use of temporal words to signal event order and
providing some sense of closure (Louisiana State Standards, 2016). Although the writing
standards seems daunting, Mrs. Patton does not allow that to deter her shared, group and
independent writing lessons. She focuses on the areas of writing she knows well and seeks to
find information on the newer approaches to writing.
Mrs. Patton is a lover of learning and restorative by nature because despite problems, she
continues to persevere. As I observe her classroom, she naturally manages in situations where
others would complain or call for someone to help. As Mrs. Patton’s classroom was observed,
she could be accurately characterized as a “nurturing, mothering type”. It was apparent that she
did not give thought to her actions as she restored multiple situations for several children within
a short time span.
Behavior. The data in the study determined that behavior of students was a challenge for
teachers during RTI. Behavior was coded eleven times throughout the data sources. It was coded
mainly in the lower grades classrooms - five times each in kindergarten and 1st grade and once in
4th grade. Teachers explained that behavior issues occurred during RTI workstation activities
mainly because the activities are independent as the teacher works with the group at the teacher
table.
Earlier in this section, a specific student behavior was described that was demanding of
kindergarten teacher, Mrs. Royal’s attention, but she was restorative in the situation to meet his
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needs and those of the group. In Mr. Kris’ class, there was a retired teacher hired as a paraeducator that works with another group of students at the same time as RTI. Thus, there is only
one instance of behavior indicated among the sources. Mrs. Patton suggested coordinating the
RTI times and literacy partnership times to receive literacy assistance when students are in small
groups. “Having someone in at that time would really help with management, because if I’m not
there [working near students] of course they will misbehave,” she said,
She also expressed the need for professional development in the area of classroom and
behavior management when students are in small groups. Mrs. Baton acknowledged the
significance of how specialist or actual practitioners make the difference in the information truly
developing teachers. “Information is needed from somebody who has actually been in a
classroom with children acting out and they tell me, this is what you do…”
I could sense the frustration in her voice as she expressed her feelings about behavior.
Although teachers were faced with issues of behavior of students, they restorative to solve issues
with minimal conflict, so time can be maximized for instructional support for students. I
observed the restorative measures that were taken in the classrooms in the form of classroom
management, preparation and engagement to minimize misbehavior.
Preparation. According to the data, preparation was a challenge for teachers before RTI.
Preparation was coded nine times throughout the data sources. All teachers in his study agreed
that preparation was a significant factor in the success in the implementation of RTI. Mrs. Royal
attested,
I must stay prepared. It’s very important because it saves time that can be used for
interventions with students. So it’s challenging and very time consuming but I stay after
school and use my planning time to prepare ahead of time with lesson plans,
interventions, pulling resources, data, updating paperwork, updating charts, tidying up- it
really takes a lot to keep up and it never seems like you’re done.
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Mrs. Royal described real issues of preparation, but It was noted she assigned her students with
jobs that assisted in some areas. Kindergarten students are young and cannot assist in many
areas, but Mrs. Royal has solved some issues with creating roles for her students so she doesn't
have the entire load of the classroom. And a bonus – her students enjoy helping.
Mrs. Patton also explained preparation for her students in 1st grade.
I prepare for activities of what I’m going to use for various activities. I like to have
everything I’m going to need ready. Just in case I need to use something else I didn't
anticipate. I want all my resources in my teacher bin.
In this instance she is prepared for anything but in others, her attention is focused according to
data. “I prepare my lessons with the resources I need to meet the needs of my students. I try my
best to match the resources with the data and then to the child,” Patton said. Mrs. Patton uses the
information she knows about her students “strengths, weaknesses, interests, learning styles, and
prepare to work with them specifically.” With so many factors to consider Mrs. Patton uses her
restorative skill and “prepares early to ensure everything is in place with an Individualized
Learning Plan.” Personalized planning for students takes a lot of time. Mrs. Patton explains
about the challenge of having adequate time to prepare for RTI as a general education teacher.
Making time for it [RTI] is a lot. You have so many issues and things to do in a first
grade classroom. So many! You rarely have time to go to the restroom. It takes a lot of
time to prepare for groups. Looking for the leveled books and making sure they are right
for the group. Making sure the right students are in the group. Everything needs to align.
I learned that from one time I just ended up putting things together and it didn't work.
And there will be those days and you find ways to make it work because you have a
family and you cant stay everyday after school. Most days I do stay after [school]
because I have to prepare for my own sanity. If you are truly a good teacher you’d be
prepared because if not, it wastes a lot of time you don't have. Time is very precious.
Every moment counts when kids are struggling and literacy is at stake. We just don't have
time to be all over the place looking for things and books.”
Understood among these teachers is that being prepared plays a significant role in being effective
in RTI. Although preparation may take time, teachers have sacrificed their time to prepare for
student interventions during RTI to ensure the instruction matches their specific need.
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Resources. The data in the study determined that lack of resources was a challenge for
teachers during RTI. Resources were coded five times throughout the data sources - Mrs. Royal
five instances and Mr. Kris one. Mr. Kris was coded as a restorative as he used resources
efficiently. 4th grade students worked with Tier 2 students using both tier 2 and 1 resources and
scaffolding. Students were exposed to the resources, which allowed gradual progression in
understanding and responding to the task and in turn, built their confidence as readers. The
resources used were high quality and integrated social studies culture and storytelling from
Louisiana Believes, an online collection of state resources. The response task skill involved
higher thinking and writing related to theme and literary analysis. Intervention resources that
ultimately prepares students to read complex grade level texts (including informational texts such
as science and social studies) proficiently and respond in writing to challenging questions citing
evidence from text that includes critical thinking, research simulation, and analytical skills
(Louisiana State Core Standards, 2016) is a challenge, but Mr. Kris is resourceful to recycle
through the tier one lessons allowing students to work at their own pace and work through the
literature resources making revisions after feedback to build deeper understandings working
toward mastery through personalization and close monitoring and the support that’s needed.
Mrs. Royal discussed how access to certain materials could be an issue in her RTI
lessons.
This year our enrollment fluctuated and sometimes we have a certain number [of
students] we start out with in the beginning and the number may increase so just having
the number for all the students to go around has been an issue for me. Because some
things you just need that hard copy and you don't have it or you have it but only have one
with a group of five- you know it's a challenge.
Mrs. Royal dealt with issues of resources professionally and was restorative in ways she could in
her classroom. She discussed earlier in this chapter that teaching students life skills of problem
solving and sharing is something that students can be relevant at that time.
137

Research Questions 1 and 3
RQ1. What are the educational experiences of general education teachers in a south
Louisiana charter school that have displayed growth of their students’ reading ability after
implementing RTI Tier two interventions?
Experiences of Apprehension. The teachers in the study possessed experiences that were
mixed about implementing RTI in their classroom. They all identified challenges and successes,
but of the descriptions and observations I noted there was a significant difference in the amount
of positives experiences than the negative. The positives experiences vastly outweighed the
negative. The negative responses mainly related to feelings of uncertainty of pedagogy that
matched the needs of struggling students in literacy. All of the teachers expressed confusion
during the initial efforts to implement RTI. Mrs. Patton described her experience of beginning
RTI as “overwhelming.” She thought it was too much for students to do.
Mrs. Royal experienced feelings of apprehension about the process until she received the
training to provide small group interventions. Behavior of students that may have developmental
delays and need special attention can be a potential for classroom disturbances for Mrs. Royal.
As I observed her RTI lesson, there were several students that required special attention and one
student that demanded her attention. This experience was handled gently, but I was aware of its
potential for conflict.
RTI implementation involved uncertainty during the initial stages for Mr. Kris as well.
He expressed uncertainty as a new teacher. One area of concern was matching instructional
approaches to meet the needs of students with low reading proficiency. “I want to ensure my
students are getting what they need to be good readers.” 4th grade is the grade where there is an
increase in the level of complexity and Mr. Kris shares how it’s, “difficult to fit in longer lessons
and intervention with depth you need for them to express understanding through quality writing.”
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Those experiences led Mr. Kris to reflect about what to provide students in RTI. He discussed
how time is limited, so he chooses to do, “what will most benefit his students.” The experiences
and feelings he had led to the current design of his RTI intervention that includes Tier 1
scaffolded support for students.
Experiences of Fulfillment. Mr. Kris reflective practice guided him to learn from
negative experiences of RTI and improve his practices according to what is most needed for his
students. In Mr. Kris’ interview he said he uses RTI as the time to, “Devote to students to see
achievement of his students.” He feels a “sense of accomplishment when he provides RTI to his
students and see them more confident completing challenging work - even just taking a stab at
it.” He also expresses the need for RTI to his reluctant students. Some students do not like being
pulled from other activities/centers in the classroom, but Mr. Kris explains the benefit of RTI to
students. Mr. Kris values RTI and it is evident that he enjoys the experience of implementing
RTI. He shared his feelings of success when he, “sees students really grab hold to those
strategies and skills that you teach them in small group and they do go on to use those on
assignments and assignments and assessments.”
During the observation, Mr. Kris’ facial expressions showed feelings of fulfillment and
pleasure. The RTI session resembled a comfortable discussion where students felt safe to take
risks and ask questions. When questions emerged, Mr. Kris was excited to explore the concept
more and gain insight from other students. Mr. Kris purposefully created a peaceful classroom
atmosphere by establishing respect between the teacher and students and between students.
Mrs. Royal experienced growth and success with her students because she was consistent.
She claims,
I can tell the difference between if you’ve been at school everyday and we’ve both been
putting in the work and focused on the goal, I can see the growth that happens there.
What you put in, you get back in return and that’s a great feeling.
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Mrs. Royal understands the great task of providing interventions early due to the wide range of
variance of incoming students due to differing backgrounds. Mrs. Royal welcomes this
experience with confidence. She works with students and parents to personalize instruction. She
relays, “Most of the time, once I find what works for them, I don't see a problem [that requires
Special Education evaluation].” Mrs. Royal exhibits feelings of passion as she refers to students
that have shown significant growth and students whose parents believed where behind
academically and may need special education services. She expressed pride in the literacy gains
of those students that overcame obstacles to make improvements towards their goal.
Mrs. Patton experienced fulfillment several instances throughout the study. There are
many things that she is passionate about and expressed great satisfaction in their academic
attainment. But largely, she considered her successful when students were better people because
they were in her classroom. She taught life skills beyond the curriculum and she valued those
principles. Mrs. Patton experiences of being a teacher were at its peak when she experienced her
students developing holistically. She described an experience of a student learning to socialize a
success.
She said, Mrs. Patton I didn't mean to hit her, I said I know. I said but we can’t do that
when we are upset. She said, I know you told me that….So just that was a success. She
understands it was wrong. She apologized and hugged the student then made a picture
and said she was sorry. Robin, a student that didn't have the understanding or
communication skills to do any of that before. Her confidence was so low and now she is
learning to socialize and even accept herself -even though others may not like her. She
told me that people might not like you but its ok you have to know who you are, and that
really blessed me. She could stand on her own and not worry so much about if people
liked her. It took a lot to get there, but it makes me so proud.
The positive experiences of Mrs. Patton have been many. She is optimistic and finds the joy in
most experiences, but her heart is deep rooted in the development of the whole child. It is
inclusive of literacy, but goes beyond that to meet needs socially and emotionally as well. Those
experiences have resulted in deep satisfaction for Mrs. Patton. And rightfully so- Her efforts will
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cultivate literate and caring good citizens in our communities.
RQ3. How do general education teachers in a south Louisiana charter school select
pedagogical practices that result in growth of their students’ reading ability to implement
RTI Tier two interventions?
The findings highlight unique approaches teachers used in designing lessons for
intervention. The teachers’ selection methods have been discussed in detail in this chapter. To
answer research question 3, I will discuss the results found of common practices effective
teachers use to select pedagogical interventions during tier 2 RTI lessons.
Common practices found in study. Before teachers select individualized lessons to meet
students’ needs, first teachers become familiar with what students in their grade level are
expected to master. The case study allowed me to draw some important conclusions about what
teachers do initially to learn about what students need to learn literacy and the kind of
approaches that help them learn during the early and intermediate years. The highest code
concept was Perception of RTI, which indicates, they all had a high perception that Tier 2 is a
part of Tier 1 and those student needing additional help need help, need assistance mastering
standards in Tier 1 core instruction. Mr. Kris explains his understanding of RTI is to, “help
students that may have gaps in certain standards or areas and RTI can address those standards
that have not been mastered in Tier 1.”
Evidence shows that Louisiana State Standards provide the basis for how teachers select
pedagogical practices in their classrooms. The standards guide the order of skills taught in the
classrooms for Tier 1. Although most curriculums begin with review skills for the previous skills
for the last school year, an abundance of informal information can be gained from these initial
observations.

141

Data Dig. Data is provided from the previous year for 1st grade student and beyond.
Kindergarten students begin testing in the summer before their kindergarten year so information
can be used to place students in tiers and plan appropriate interventions. Teachers use data in
PLCs to determine specific skill deficiencies and how to target in RTI intervention. Kindergarten
teacher, Mrs. Royal describes how she uses data for making decisions about early literacy
interventions.
I use the student data to drive the instruction meaning my informal running records,
NWEA, and other data to identify strengths and the areas of deficiencies to focus on
during RTI. If I had a student weak in fluency, then I know I need I use that data to push
his instruction for RTI in fluency rather than comprehension. Also with reading levels,
being able to gauge where they start and need to go to be on level. I work to push them
there.
Mrs. Royal and Patton discussed in their interviews how in data chats, Data Digs were
opportunities to gain knowledge from data and other teachers about how to specifically use the
data to benefit you and your students. The data dig gave a basis for an overall look at your whole
class strengths, weaknesses, personality, and other important identities that are significant factors
before you begin to break them down into groups. The tier 1 look of the classroom from a data
perspective determines the blueprint that should be used based on the make-up of the class lesson
plan approach, strategies typically uses and. It is understood that each class should be different
based on the type of classroom type. The classroom teaching style should be aligned to students
instead of the teacher’s most comfortable style of teaching.
Using results to group and inform intervention in RTI. Teachers in his study use
information to group students by strengths and weaknesses. All of the teachers in the study use
the data to group students into tiers. In lower grades they are also grouped into other reading
groups in Tier 1 during the Reading Block. A group of students is identified from the data
identifying the students that are not meeting the standards on the Tier 1 assessments. Teachers
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focus on students’ scores from the group to further identify specific skill gaps for deviancies,
writing samples, background info, called and advanced student data study to determine a plan for
the group during RTI.
Finding balance. The most important use of the assessment is to inform instruction. The
categories of information that will allow links directly with instruction and intervention that
match student needs. Finding the proper balance in crucial in selecting the practices that will
result in growth of groups you’ve designed. The group dynamics will determine the flow of the
group. In Mrs. Patton’s RTI group, there was 15 minutes of word study and 10 minutes of
literature study. It can be inferred that the group’s need was severely weak in word structure and
phonics. In Mrs. Royal’s RTI group, her literature study took most of the session’s time. It can
be interpreted that the group needed to develop skills in becoming familiar with book features
and literature language. Though the methods may vary slightly, reading instruction for the
groups were personalized to the needs of the students to be effective.
Personalized instruction. There is ample data provided from teachers provided to support
their selection of pedagogical practices of personalized instruction to improve students’ literacy
scores. The steps prior is considered to design the individualized plans for students. The data
shows how teachers identify a child’s independent level to help determines what specific help
they need and design lessons that are appropriate for that student within the group. Mrs. Royal
discussed what she does for a student’s individualized plan that has a deficiency in fluency. She
explained,
Individualized planning goes a step further to determine what is causing a block for the
student’s deficiency. Fluency may be the component causing the problem of slow
reading, but reading word for word is really causing it so, fry phrases may be an
intervention used as an intervention during RTI.
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In personalized planning designs must go beyond the core and diagnose the root to ensure the
student’s issue is truly being addressed. According to Ms. Royal, “When the intervention is
provided, there must be monitoring or evidence that the intervention worked. So if it did or
didn’t work there need to be next steps with that student.” RTI is a continuum and students
should continue to advance in literacy.
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Figure 4.11. Student personalized intervention planning design (Whitfield, McCrary 2016)
Note: The design is used for every student to meet his or her growth target; therefore it is also
utilized for academic acceleration
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Reflective practice. The data indicates that teachers use reflective practice in PLCs to
make personalized instructional decisions for students. During the data analysis, reflectiveness
was a code that occurred more frequently than any other and demonstrated by all teachers in the
study. As previously stated, the theoretical design of this investigation is based on reflective
theory. Every component in this selection identified selecting pedagogical practices that resulted
in growth of students involved reflective practices of the teachers. The process of reflection is the
basis for interventions to be successful and students to improve because critical thinking and
analysis had to occur to make decision based on situations. Teachers also had to change thinking
and actions based on changing needs of children and individuals.
Quality of Data
I used several procedures to ensure the quality of the data. One such procedure was
member checking. Patton’s Member Checking (2015) stresses the importance of member
checking to ensure validity. All data were verified for accuracy through participant reviews of
my interpretations and findings in the final documents. The participants found no changes or
additions required to the findings or analysis, indicating that findings were valid.
Summary
In this chapter, I presented the results of data analysis. The purpose of this case study
was to investigate the practices of Tier 2 teachers that are effective in implementing Tier 2 RTI
in their classrooms. There were two final themes that emerged from the data sources: Qualities
teachers exhibit that are effective at implementing Tier 2 RTI in their classrooms and Skills
teachers practice that are effective at implementing Tier 2 RTI in their classrooms. The data
indicated qualities of teachers were demonstrated more frequently than skills. Perception of RTI
was the highest coded concept among the data sources.
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Personalized learning was a skill frequently practiced among the teachers in the study.
Teachers had different approaches to personalized learning but reflectivity was the basis of their
practice as indicated as the most frequent code demonstrated of the data. It can be concluded
from the data that the teachers in this study had a deep sense of purpose. They data indicate they
were highly passionate and valued relationships with students based on the 49 instances reported
codes of passion and connectedness.
In chapter 5, I will present discussion of the importance of the results, implications,
ideas for future research, and final thoughts including the impact the teachers can make with
other teachers, administrators, parents, community members, politicians, and other educators as
change agents.
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Chapter 5: Discussion of Research
The success of any kind of social epidemic is heavily dependent
on the involvement of people with a particular and rare set of social gifts
The schools that have someone (or a group of people) helping to push the
boundaries of what can be done in schools seem to move a lot quicker with a
larger amount of “buy-in” through the process.
-George Couros
The Principle of Change The Stories of Learning and Leading
Introduction
The purpose of this qualitative case study was to investigate the qualities and skills
certain teachers’ exhibited that were effective in the implementation of literacy RTI in their
classrooms. A SWOT analysis conducted prior to this study revealed that most teachers in the
school had negative perceptions related to the implementation of RTI. There were, however,
several teachers that were optimistic about RTI’s purpose, which sparked a research interest for
me about teachers that are boldly optimistic and outspoken when expressing their views even if
they are the only one with different views. The case study was selected as an investigation that
sought to gain a deeper understanding of the perceptions, experiences, and ways successful
teachers purposively, intentionally, and strategically select RTI literacy interventions to
personalize instruction for students.
The current case study investigates three of the most effective teachers in a South
Louisiana charter school. The participants were selected for this study based on their
effectiveness ratings determined by predetermined criteria identified in chapter 3; effective
Change Agents exhibit: (a) class experiences the highest levels of growth utilizing a tracking
chart of Fountas and Pinnell (2013) leveling system, (b) highest percentage of positive
improvement in reading interest and attitude surveys from the beginning to the end of the 20172018 school year, and (c) teacher scores in the top 60% of instructional staff on classroom walk148

throughs and evaluations conducted by administration, Curriculum Resource Teacher,
Curriculum Specialists, and Quality Support Education Team Members utilizing the Teacher
Feedback Evaluation Tool (TFET) ( Marzano, 2014). Teachers’ perceptions and experiences
through observations, interviews, and artifacts implementing RTI were investigated and a wealth
of knowledge was collected using the following research questions:
RQ1. What are the educational experiences of general education teachers in a south
Louisiana charter school that have displayed growth of their students’ reading ability after
implementing RTI Tier two interventions? (Wilcox et al., 2013; King, 2011).
RQ2. What are the educational perspectives of general education teachers in a south
Louisiana charter school toward implementing RTI Tier two interventions? (Hahn, 2015; CastroVillarreal, Rodriguez & Moore, 2014).
RQ3. How do general education teachers in a south Louisiana charter school select
pedagogical practices that result in growth of their students’ reading ability after implementing
RTI Tier two interventions? (Karcher, 2014)
RQ4. What are the qualities of a general education teacher that have displayed growth of
their students’ reading ability after implementing RTI Tier two interventions? (Farrington et al.,
2012; Heckman & Kautz, 2013; National Council of Teachers of English, 2014).

Importance of the Results
This section contains a discussion about major finding as it relates to the investigation
conducted to identify literacy practice of effective Tier 2 general education classroom teachers in
a Charter Academy in South Louisiana. I will discuss the results and the importance of the
results as it relates to the study’s themes. The nature of effective teachers is multidimensional
and after analysis, two themes were found. They are as follows:
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Theme 1: Qualities teachers exhibit that are successful at implementing Tier 2 RTI in
their classrooms
Theme 2: Skills teachers’ practice that are successful at implementing Tier 2 RTI in their
classrooms.
As the themes emerged from the data, as a researcher, I was interested in the frequency of
which theme would be dominant. Much of the literature encountered during my review were
research studies that revealed skills-based instruction, and similar skills-based results were also
anticipated. Based on the data from this study, quality labeled codes generated more instances
than those of skills. According to this study, qualities determined successful teachers more than
skills. Teaching from ‘the heart’ and connecting with kids through nurturing interactions was a
common factor of effective teachers more than any other attributes.
Table 5.1 Theme Code Frequencies Comparisons
Theme 1

Theme 2

Qualities teachers practice
that are effective at
implementing Tier 2 RTI in
their classrooms
254

Skills teachers practice that
are effective at
implementing Tier 2 RTI in
their classrooms
160

As the themes were analyzed, data was condensed into categories arranged into code
concepts. The code concepts arranged the themes according to patterns that can be further
understood and grouped by the researcher. The analysis separated the themes into qualities and
skills discussed in this section.
All teachers highly personalized instruction for students. There were commonalities
within the data among the teachers, but each teacher was specifically unique. The teachers in the
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investigation-valued qualities such as noncognitive skills, referred to as soft skills that contribute
to a person’s personality, character and demeanor. Qualities identified were: relationships,
interactions, passion, and optimism. It was reasonable to assume that because all three
participants valued these character attributes, what they valued carried over into their teaching
and was reflected in practice, resulting in highly personalized or differentiated literacy
instruction. In tandem with qualities, teaching skills that are usually acquired by learning and
practicing such as progress monitoring and personalized learning strategies, were also found
among all teachers. All of these factors help contribute to an effective classroom teacher of RTI
where students are challenged and nurtured to continuously grow in literacy.
The teachers as Change Agents demonstrated similar qualities and skills verifying that
effective teachers possessed some of the same attributes that ultimately promoted achievement in
students. The qualities were typically positive such as: growth mind set, optimism, and building
student relationships. It was concluded from this information that students enjoyed being in the
identified teachers’ classrooms and worked to their best ability for teachers who demonstrated
concern for them.
Teachers exhibited high frequencies of reflectivity, passionate, being connected to
students. In terms of skills exhibited by effective teachers, they exhibited skills in personalized
learning, progress monitoring and consistency.
Table 5.2 Top 3 qualities and skills of effective classroom teachers of RTI
Qualities 	
  
1. Reflectivity	
  

# of Code
Frequencies	
  
51	
  

2.Passion 	
  
49	
  
3.Connectedness	
   49	
  

Skills 	
  

# of Code
Frequencies	
  
50	
  

1. Personalized
Learning	
  
2.Progress Monitoring 	
   25	
  
3.Consistency	
  
26	
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While each teacher demonstrated similar qualities and skills, their experiences included
variation for each individual teacher. As each teacher was investigated it was noted differences
as well as similarities among the teachers. During the analysis, it was noticed that there were less
coding instances in data for Mr. Kris’ interview than for his colleagues, two lower grade
teachers.
Importantly, I also observed that he was the first of my interviews. As a novice researcher
and interviewer, the researcher’s skills were not yet mastered to prompt more responses than the
few sentences that were received from him. Mr. Kris is a man of few words, and that may have
had some impact in the differences in the lower number of instances for him than the other
teachers. I do not want to speculate on gender factors, but the differences in their personalities
and my experience as a researcher/ interviewer as a factor for the differences in the amount of
interview coding data available between Mr. Kris and the other teachers. The other female
teachers appeared comfortable talking and had no hesitations continuing to discuss the questions
on the interview protocol and beyond. The responses were rich and offered a clear lens to the
true perceptions and experiences of the teachers involved. Table 5.1 compares approaches,
relational style, observed level of support, and my perceptions of Change Agents’ personalities.
Table 5.3 Differing effective approaches to teaching RTI from data of study
Teacher
Royal
K
teacher

RTI
Approach
Early
Identification

Description

Relational
Style
Begins working Friendly
with students
early in the
year to reduce
gaps early on

Table Continued
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Level of
Support
Maximum
and
gradually
release

Personality
-Kind
-Patient
-Pleasant
-Tolerant

Teacher
Patton
1st Grade

RTI
Approach
Holistic

Kriss
High
4th Grade Performance

Description
Focuses on
academic
socialemotional need
Uses challenge
and productive
struggle as a
valuable
opportunity to
deepen their
understanding
of literature

Relational
Style
Nurturing

Level of
Support
Guidance
&
prompting

Authoritarian Minimal

Personality
-Outgoing
-Outspoken
-Vibrant
-Active
- Spiritual
- Peaceful
-Generous
-Loyal
-Fair

The similarities of positive qualities and personalized instruction are most important
when it relates to teaching students. Teaching qualities such as passion and building strong
relationships can have a powerful impact on students.
Personalized instruction was highly demonstrated, but in reviewing finding and taking
careful notice of the initial coding – there is no distinguishing factors of a specific skills-based
approach such as phonics nor what is considered a more progressive approach such as whole
language. There were no reading wars in this study (Anderson, 2000; Flippo, 2012; Krashen,
2002; Pearson, 2004; Reutzel, 1998). The teachers taught according to what they determined best
matched their students’ needs.
Teaching is complex, and it can be demanding. In this study, teachers as change agents
accepted, embraced, a new initiative with even more required documentation and deadlines,
despite the heavy load of RTI, flexibly taught children assigned to them based on students’
needs. As effective teachers, they demonstrated how they ‘teach from the heart’ and use
knowledge of students to drive instructional decision-making.
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Findings revealed that despite differences in RTI approaches to teaching literacy,
individual relational teaching style, how they elected to provide support, and difference in
personality did not impact how Change Agents responded to students’ individual needs. And,
importantly, despite perceptions that RTI is a formulaic approach, these teachers personalized
instruction differentiated to students’ specific literacy needs.
Implications of the Study
There are several areas of this study that have implications in other educational settings
and situations. In particular, the study’s theoretical frameworks, teaching practice, and social
change for students, families, and community are important implications for future consideration.
Implications for Theoretical Frameworks
Studying effective teacher practices will add potential benefit to the field of education by
clarifying and strengthening the process and implementation of RTI for other administrators,
teachers, other educators, and parents. The conceptual framework of this investigation is the
selection of positive outliers, a theory based on research and literature (Achor, 2010). Achor’s
theory relies on positive attributes that researchers would usually delete as they skew the results
because it’s outside the range of average. In this study, a focus on the outliers instead of the
average was conducted. Most modern research focuses on the average; however, “if we focus on
the average, we will remain merely average” (Anchor, 2010) speaks volumes. In this study, the
concept was to study the positive outliers, and learn how not only to bring people up to the
average, but to move the entire average up. Figure 5.2 illustrates this.
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Figure 5.1 Conceptual Framework of Study /Generic Data Identifying Outlier
Implications for practice
The current RTI study was conceived based on the reflective theoretical underpinnings of
Dewey (1933), Schön’s (1983), and Gibbs (1988) notions of reflective learning. The data
analysis implies that effective teachers rely heavily on reflective practices as the basis for the
qualities and skills that enhance their teaching.
The teachers in the study are reflective practitioners, which means they are continuously
learning to inform their everyday decisions and actions. It was evident from the many instances
of reflectivity code data that all three teachers are reflective in nature and learn from professional
experiences. There is a well-defined connection in this study from the theory of Reflective
Learning and effective teachers’ quality of reflectivity.
Recalling that the teachers in this study demonstrated reflectivity more than any other
code among the data sources has significant implications. Reflective Learning Theory details that
the process of effectively implementing RTI requires learning from experience. This
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investigation detailed various instances of reflections of current practices and student
performance data analysis to improve planning and approaches to reach individual students with
specific needs.
As initially theorized, reflectivity plays a significant role of effective Tier 2 teachers
because it leads to developmental insight. A critical benefit of Reflective Practice is the
opportunity teachers have to reflect and collaborate in PLCs. The problem-solving approach was
used which cultivated an environment for teachers to think critically about teaching and learning
while using problem-solving methods to improve instructional practices. Reflective Practice was
utilized and created an environment of collaboration, conducive for teachers to share best
practices and draw on others for support. Ultimately, reflection makes sure all students learn
more effectively as learning can be tailored to match student needs. Strategic reflection has
implications for teachers of all levels and of all discipline-specific content.
Personalized Learning. The results of the study indicate that effective teachers
personalize learning for their students in RTI. Among the data collected, coded, and analyzed,
teachers demonstrated personalized instruction more than any other skill. There were various
ways in which effective teachers in the study approached this practice. There are also many
components involved in the RTI design. There is planning for a small group lesson after
identifying specific skill gaps of an entire group to create lessons that targets individual skill
development for each child. In an RTI session, it was possible to accomplish both tasks.
Create Learning Profile. Common practices within personalization that can be implied
for practice are creating learning profiles. Knowing your students well helps teachers as Change
Agents to understand ways that helps student learn best. Information included in learning profile
is the students’ strengths, areas for growth, and interests.
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Analysis of data to determine need. Formal and informal data is continually utilized to
determine student’s areas of concern, strengths, diagnosis of skill gaps, deficiencies, and/or
potential health concerns. Both kinds of data sources help teachers to paint a portrait of student
strengths and weaknesses. Analysis of the data assists teachers to make informed decisions about
how to target instruction and interventions to match the specific needs of students.
Instructional decision-making. Effective teachers use data and place students in small
groups that will support their needs. Students that are struggling to read and write on level during
core 1 instruction should be placed in the Tier 2 RTI group of no more than six students to
receive additional support at least three times per week for 20-30 minutes. Tier 2 students can be
identified by benchmark assessments; subsequently, interventions are taught to develop the skills
to improve literacy.
Progress monitoring. As a biweekly assessment used as a monitor to determine to see
how students are progressing in the area of concern, progress monitoring can be used as a
reflection stimulator for conversation and collaboration in PLCs. Progress monitoring
assessments inform teachers of the effectiveness of teaching and learning. But this is not a static
process, rather it is ongoing kind of monitoring and shifts based on what students know and need
to know. After reflection, decisions can be made about what actions will be taken to best meet
the needs of the students. In many instances, no change is needed. Efficiency is gained for some
students through having time to practice reading on their level.
The Notion of Twice as Much
“The building of an architecture of a novel-the craft of it-is something I’ll never tire of.”
-John Irving
John Irving, an achieved internationalist novelist and screenwriter, has written 14 novels
over the course of his prolific career, nine of which have been international bestsellers. The
World According to Garp, won the National Book Award. Half of his novels were made into
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movies and the screenplay, The Cider House Rules, won an Academy Award. Mr. Irving’s has a
strong passion for drafting a blueprint from scratch and watching the castle arise from it. His
passion is writing.
But as a student, John struggled in literacy. He was a C- student and lacked enough
credits to graduate with his class. His teachers labeled him lazy and stupid. When asked how he
achieved success in a field he performed poorly, John provided his own form of intervention.
Since reading and writing didn't come easily, I overextended myself. In my case, I just
had to pay twice as much attention. One reason I have confidence in writing the kinds of
novels I write is because I have confidence in my stamina to go over something again and
again no matter how difficult it is. (p. 37).
Irving’s advantage is his ability to revise and edit to his inability to read and spell as fluently as
others. He wasn't lazy or stupid; he just needed extra time to practice reading and writing with
guidance. With daily effort and practice John became one of the most prolific writers in history.
I found it interesting that Irving used the words “twice as much” to describe what he had
to do to learn to cope with his likely undiagnosed dyslexia. The personalization he needed was
additional time or the lesson twice as seen in the 4th grade class No Opting out of Core. In an RTI
intervention session, Irving would have received “twice as much” with scaffolded supports to
meet his needs (Duckworth, 2016).

Implications for social change for students, families, and community
The findings from this investigation has the potential to impact social change through the
continued success of RTI and a movement towards change agents helping to push the buy-in of
school wide effectiveness. The effective implementation would meet the needs of students and
improve literacy for students. As a result, student confidence will increase, fewer students will be
referred for special education services, fewer students will be retained in their current grade
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level, and students will perform better on state standardized assessments. Thus, School
Performance Scores may increase to meet charter, state, and federal requirements. Improving
literacy can eventually improve social and economic situations for students and families. In my
own life and profession, I have witnessed the effects of poor education and the ability to make
sufficient income. Every important social issue is impacted by literacy.
Improving literacy so students will have enhanced and extended job opportunities to
make adequate income, will improve situations for families and communities from which
families hail. Literacy liberates students and provides them a chance to rise above their
circumstances, such as intergenerational poverty and pursue higher education or quality job
opportunities. Implementing effective RTI in every classroom as demonstrated in this study –
targeted, strategic, and reflective teaching versus just another commercial program, could
improve the situations educators face due to the cycle of poverty caused by the lack of quality
education (See figure 5. 2). The lack of quality education is a mitigating factor that leads to all
other social issues. This study provides the information on RTI that can be the missing link that
breaks the cycle for students that are born into and living in poverty. Educators have the power to
impact a school, a community, a nation, and the world by breaking the cycle of poor education
and becoming willing to give kids what they need. If it’s “twice as much” in Tier 2 revising and
rewriting like John Irving, then he drafted his own intervention blueprint, which is acceptable.
As long as student have what they need to succeed instead of dropping out of school and
potentially continuing the cycle of poverty , marked by low access to employment or resources,
low wage /dead end job, unplanned families, crime, and/or single family homes. Students will
become adults, primed for maintaining a lifestyle for family.
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Figure 5.2 Cycle of poverty (Whitfield, 2019)

Research Recommendations
As I reflect on the Change Agents RTI research journey, I have learned so much as an
investigator, but more so as a literacy leader. As a literacy leader, I remember why I began this
journey years ago. My desire was to help demystify the process of RTI for educators. In this
section, I’d like to offer some recommendations regarding RTI from the study. Some
recommendations were already in practice and confirmed and others were being practiced but
were lacking quality. Recommendations will be made from some practices that were attempted,
but aborted. Finally, I will discuss some recommendations that developed throughout the
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investigation. The recommendations are derived from several forms but they are all generated
from personal reflection as a researcher and literacy leader to improve RTI and the literacy
experiences for one school, three change agents and on a larger scale, for future research.
Recommendations for practice as a literacy leader
The results of this study support the notion that effective teachers exhibit qualities that
are mostly linked to passion, personalization, and relationships for students. For the teachers in
this study, teaching was a matter of the heart and as a result, was successful. After careful
analysis and reflection of this RTI investigation, there are some recommendations that may help
schools run smoothly when implementing RTI.
Passion priority. As an instructional leader, hire teachers with heart. The results of the
study concluded effective teachers are passionate. Passion is easily identified because the
qualities are unquantifiable but can be felt. If you desire a school that is rooted in a foundation of
a love of literacy and learning, teachers must teach with a love for literacy so ultimately students
are not trying to reach a number on a graph, but enjoy reading for life.
When a school is staffed with teachers with a heart to reach students, teachers can trusted
to make instructional decisions that are best for students. In this investigation, teachers had a
greater sense of autonomy and respect as educators because they were afforded decision-making
autonomy in the RTI process. In turn, autonomy positively affects personal efficacy as educators.
My recommendation is to place emphasis on qualities of the heart when choosing teachers for
your school.
In this investigation, each of the teachers had no more than five years of experience and
quickly learned intervention skills and strategies of teaching RTI, but they came with the
qualities of passion and the willingness to build strong relationship with students. Character
building is a method for training teachers, but it is more difficult to train adult disgruntled hearts
161

than to teach a willing heart to learn the gradual release model suggested by RTI.
Lead by example. Literacy leaders lead by example and engage in reflective practice. It
was reflection that inspired me to study effective RTI teaching and interventions. The SWOT
analysis led me to that inspiration. I would suggest to leaders to allow teachers to express their
true feelings without fear of repercussions for negative responses. The SWOT analysis was
difficult because I had to face the challenges of the school, take ownership and make plans to
work on the areas of growth. I’ve been in many meetings with leaders (including myself) where
responsibility is handed off to parents, extreme weather events, poverty, last year’s educators,
high teacher turn over, and/or uncertified teachers. Excuses are many, but teachers need to accept
responsibility for their actions and profession.
As I reflect on my leadership experience, I truly began to grow when I stopped placing
the blame elsewhere and began to take ownership of my school’s academic status. The teachers
in this study also accepted ownership of their teaching and students’ learning.
To continue growth as a leader, I recommend being a part of the RTI process. RTI
planning is complex and is not a fixed progression with step-by-step instructions. RTI is
constantly changing based on factors considered in problem-solving meetings/PLCs. As a leader,
being an active member of the RTI team displays your support for the program and your
involvement helps you to know the specific details of the school down to individual students. As
a school leader, knowing your students’ strengths, weaknesses, progression is essential for
addressing academic difficulties and moving the school forward.
Time is of the Essence. One of the greatest issues of RTI is time management. The data
indicated teachers identified time as a limitation. If possible, provide time in the schedule for
RTI even if it’s the first few minutes when school begins. Protect the time that you have.
Preparation and organization can be key to guarding the minutes you have. A lot of time is
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wasted when teachers are not prepared.
As instructional leaders, providing time for reflecting, planning and problem solving is a
critical part of RTI being effective and teachers buying in to the implementation because they
will have time to digest the process. Teachers must have time to go through the parts of RTI that
are not working for them and what actions to take. P D must be personalized in tiers just as it is
for students to truly be effective. This is where change agents, interventionist, and special
education teachers can play roles as leasers to provide research based interventions that work
with students. The factor element is time. And in most schools, there is not enough of it because
we work with children and children need to be supervised. My suggestion is provide a half or
whole day training during the summer if your budget allows, taking the time to go through the
information, goals, process and an actual RTI session. In my sessions, I think it is beneficial to
simulate an actual RTI session with data and selection the interventions based on data. This has
shown beneficial to teachers. Also going through an entire lesson to see what it looks like in
practice. A summer session is practical if you have a summer school program, you can utilize
real students in your simulation. There are budget restraints that don't allow leader to pay teacher
stipends to attend sessions over the summer, but in school sessions can be utilized for half days
with a substitute provided to cover classrooms as teachers attend the PD.
What was most important is that teachers don't have the initial session where we set
everything in place and forget it. I am recommending dedicating a portion of the agenda to RTI
and/or there are days designated specifically for RTI problem solving and instructional decision
making for students before decisions are made for SBLC and Special Education services.
Teachers in this study indicated that this PD was effective because they were given time
to problem solve issues surrounding the implementation of instructional interventions while
having a framework to use data to inform instruction. Specifically, participants felt that they
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were highly effective in reporting academic progress to their peers in measurable ways through
graphs and student work samples. They also appreciated receiving direct assistance from peers to
problem-solve various effective instructional delivery practices.
To effectively manage time, ensure testing begin as early as possible. We began testing as
early as the summer for kindergarten to have data when students began school. This will allow
teachers to begin grouping and personalizing instruction sooner. An assessment team is a good
idea to work with teachers that have 1to1 tests to administer to students.
All In. Information gained from the teachers in the study embodied the notion that
educators felt supported when there is collaboration in PLCs and RTI. The teachers spoke
positively about PLCs that included other educators that offered other perspectives and strategies
such as Special Education teachers, Speech Therapists, literacy specialists, interventionists,
administrators, co-teachers and paraeducators. Collaboration was an important concept to
teachers for the purposes of problem solving, working together during RTI, and follow up PD.
Mrs. Patton mentioned that coaching after PDs are especially helpful for her because she likes to
immediately implement interventions with her students. I recommend utilizing specialist,
interventionists, change agents, and any literacy teachers that specialize in an area that another
teacher needs assistance to co-teach, model or observe to provide feedback to other teachers. It is
beneficial for all team members to make a strengths chart and display in in the PLC room. The
chart can be a reference for teachers who may need help in that area. This can boost staff morale
at your school, linking colleagues and building professional relationships, developing skills, and
increasing self-confidence by providing opportunities for leadership and growth.
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Table 5. 4 Teacher PD connections (Whitfield, 2019)
Need PD Help?
Feel free to write your PD needs on the white space. We may have what you need at the school level.

Teacher

Strength

Contact / Planning/ Teaching Times

Mrs. Akon

Writing Information
Writing Research Simulation

Mr. Gordon

Differentiated Instruction & RTI

Ms. Vaughn

Running Records

Mr. Busby

Reading Strategies focus on
phonetics and spelling

Phone # 999-9999
Planning 12-1pm
RTI session at 9:00
After school until 4:30 on Tuesdays
Phone # 999-9999
Planning 1-2pm
RTI session at 8:30
After school until 5:00 on FRi
Phone # 999-9999
Planning 8-9am
RTI session at 2:30
After school until 4:30 on Tuesdays
Phone # 999-9999
Planning 11-12pm
RTI session at 12:30
After school until 4:30 on Fri

Extra spaces for other teachers to add in their strengths for references

Ancillary teachers can provide a great service to students and general education teachers
during RTI. Teachers discussed how time, behavior and preparation are challenges in RTI. Extra
hands and eyes can add to the management and provide and additional literacy group for
students. This strategy was used in Mr. Kris classroom, but administrators must make
adjustments to ensure the times of ancillary and paraeducators coincide wit RTI times of
teachers. Scheduling for RTI is easier said than done when considering mandates for an entire K8 school. I recommend to administrators to make a schedule with RTI assistance 2-3 times per
week. If teachers are currently managing 4-5 groups alone, something is better than nothing. In
the future think of ways to manage scheduling so teachers assisting during RTI is priority.
Ancillary and other teachers that will work with student in RTI should have training in literacy
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instruction and interventions. Again, this is where it gets challenging for educators. Usually
ancillary and paraeducators are the teachers providing coverage as we meet for PLC. It is ideal
for the ancillary and co-teachers to all meet together for training since they work together, but
the scheduling is too problematic to meet like so on a consistent basis. Therefore, ensure they are
being trained consistently during their planning period weekly so they can be productive when
working in classrooms with students. It is my recommendation to make ancillary teachers
accountable for students they work with. General education and special education teachers have
students they are accountable to determine if their effectiveness ratings and in charters and some
public schools monetary incentives. Ancillary teacher and other educators should be all in too
and have a goal to work towards. If you are a leader that can make decisions about growth and
learning targets for teachers, I’d suggest you include everyone for accountability. When all
teachers will be rated, they will feel a different sense of urgency to improving literacy for
students. It is possible in all schools, charters and traditional to provide funds to prepare teachers
for RTI. Title II funds are already allocated for Professional Development and days can be used
during the summer, after school and during PLCs.
Parent-student conference data chats. RTI provide a means for students to students to
explain data of their progress and goals to their parents as the teacher facilitates. The teachers I
interviewed seemed to enjoy it because it makes all stakeholders accountable. It also doesn't just
give a grade. It shows growth and what the child is working on in each tier. To make it
convenient for parents, I suggest scheduling conferences later in the afternoon. This is noted as a
extended work day for teachers on our calendar. I’ve noticed some schools are adopting this
practice now to make it convenient for working parents. The conference data and growth is an
essential part of the child development. During your data night it is important to provide a wealth
of information for parents to understand the interventions being done to help their child. The
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most critical piece of making data chats about RTI successful is making the parents or caregiver
feel comfortable at the school, especially if the family is living in poverty. Often they have had
negative experiences in formal settings like schools and professional people may be
unconsciously judgmental towards them and made to feel like they are beneath them. I would
suggest having a meeting with personnel about how to be welcoming and warm to families
despite their appearance, attitude, or lack of education, so parents are made to feel like partners
in helping their child improve.
Homework Helpers. In some instances, children can be lagging behind due to a lack of
practice and exposure. I began working with a tier 2 students who quickly advanced just from
practicing sight words and reading the take home book. The student just needed the notion of
twice as much-once in class and then for homework. Or it could’ve been the one-to one exposure
he received with me, but the practice he received with me was about 10-15 minutes before
school about 3 times weekly. As I dialoged with the student, I came to understand he didn't have
anyone to ensure he was doing his homework. It was a situation I quickly resolved, but it also
gave me an idea for children with other issues with homework and just need practice. An idea
that will have an impact on literacy and increase community/ parental involvement in your
school is to invite people to come in and read with students in the morning during breakfast/
arrival time for about 15-20 minutes. This time can be used to practice sight and spelling words
for students that are not accountable for someone at home. It will make a big difference for your
school and children. It’ll help build mentorships between children and responsible adults.
The school will benefit from developing partnerships with reputable organizations and/or
businesses. A little help for homework can go a long way. I work recommend to instructional
leaders to allow those who are trustworthy come in and work with a student on a 1 to 1 basis.
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Students will look forward to it, and in most cases, the difference shows quickly by the
additional practice and individual attention.
Recommendations for Future Research
Since my initial interest in RTI six years ago, there has been an increase in literature and
research related to RTI. During my initial searches, RTI was mostly found reported in special
education journals. Since then, there has been a clearer understanding of the role of regular
education teachers in the RTI implementation process through qualitative studies and school PD.
The increase in research has caused educators to understand the purpose of RTI through research
publications involving regular education teacher Several areas for future research in type 2
charter schools on other targeted demographics could add to the findings in this study.
The role of the general education teacher has increased significantly in schools where
RTI is implemented effectively. As literacy educators continue to learn more about RTI, seeking
to clarify what effective means for teachers of RTI, studies should focus on effective ways to
develop teachers’ capacity to meet the needs of struggling readers.
Basic literacy skills and/or programs used for studies are mostly used in research for
RTI. Research on reading interventions for upper elementary students is limited in comparison to
earlier grades, leaving educators lacking information to make key instructional decisions by
fourth grade. Future research for the effect on comprehensive reading skills is needed.
Studies exist that measure the effectiveness of the effectiveness of the RTI program
overall, but a lack of research related to small group instruction focused on a specific tier, teacher
perceptions, and long term effectiveness of RTI is lacking. Studies that investigate small group
instruction over time are warranted. Longitudinal studies, perhaps following children for
extended periods of time would also be useful.
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Finally, a limitation of this study is that findings cannot be applied broadly. A larger
study such as studies that include entire faculties in rural, urban, and suburban schools would be
impactful. Studies conducted in different geographical locales would also be useful.
Recommendations to Administration for Change Agents
According to Couros, author of A Principal of Change; Stories of Learning and Leading,
a change agent is a person who acts as a catalyst for change. The recommendation to leadership
is to analyze data to determine how to build the literacy leadership bench and allow collaboration
to occur within the learning communities. Buy-in essentially comes from teachers within the
school dialoging with other teachers, employees, and students. From the onset of RTI three years
ago, it was apparent that RTI had negative perceptions by most teachers in the school. If the idea
of RTI will change it must be led by teachers. The teachers in this study have now bought in to
the precepts of RTI and have seen the positive results consistent implementation has caused for
their students. In many instances, the teachers have become leaders and speak positively for the
RTI initiatives in the school. Teachers have helped to clarify answers about the design of RTI to
lead to some buy-in. Analysis in this study indicated all participants bought into RTI and
attended professional development activities on how to implement RTI. The professional
development activities prepared teachers who were included in the initial training.
The professional development activities and RTI guidelines provided information to participants
on how to implement and what possible interventions to use.
As change agents these three participants should become representatives on a larger scale
to be responsible for training colleagues in district schools. When teachers drive RTI, it will not
feel like a directive from an administrator and the goals seem clearer coming from teachers.
Unfortunately it doesn’t quite work that way. Stepping into the shoes of a change agent actually
means that you’re on the cusp of starting a movement. In order to do so, you can take the strong169

arm approach, but oftentimes it will not work for the long haul. I would suggest an alternative
path, one of harnessing the power of other change agents or change agents in the making to
create partnerships by fostering a more collaborative approach.
Change agents in schools assume leadership positions designed to provide assistance to
other teachers to building trust and develop rapport to improve school culture when there is a
noticeable lack of support or morale such as in the case of new initiatives like RTI. Positive
teachers like those in the study can change the atmosphere if seen as someone who has
implemented successfully.
It is important for change agents to have the support and encouragement of leaders in the
school, specifically support and encouragement from school administrators to avoid creating
obstacles of isolation for change agents. Change agents can foster positive change, but I have
also seen the selection of teachers by the administration cause problems of hostility toward
change agents. The change agents of schools must be bold and willing to stand up when others
are lacking unconcerned and disgruntled. Change agents must take initiative and become a
driving force of implementation. However, they must be supported.
There is a great deal of need for human capital in a school. All stakeholders must work
together to ensure all students’ needs are met. The teachers in this study functioned as change
agents in the school to work through conflicts and improve communication among faculty.
Committed teachers need to step forward and work together to support other teachers, encourage
them, and assist if needed. Couros (2019) provides a structure for RTI implementation by
describing characteristics of a change agent (See Table 5.4).
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“The Principal’s of Change”
Stories of Learning and Leading
Table 5.4 Five Characteristics of a Change Agent (Couros, 2019)

5 Characteristics of a Change Agent
1. Clear Vision
2. Patient Yet Persistent
3. Asks Tough Questions
4. Knowledgeable and Leads by Example
5. Strong Relationships Built on Trust

Conclusion: Louisiana Secret Recipe for ‘Good’ Gumbo
Growing up in a small country town in Louisiana, you always knew when the fall was
approaching. My mama would yell outside to me,
Lee! Girl’ you better put some socks on yo’ feet and an undershirt. I don't have no’
money for a doctor bill! The news say we gonna’ get a cold snap. Now get your brother
and come on in here. Dinner will be ready in a little while.
She began to hum a sweet hymn and stirred a roux with a long wooden spoon in a big black iron
pot. It smelled yummy. The recurrent way she stirred with the spoon coincided with a gentle
rhythmic sway of her hips that matched the cadence to the sweet hymn she hummed.
Instinctively, I watched as she added a magical spiced prayer over the roux to make it just right.
She was wearing dark blue scarf on her head with pink and blue flowers.
And she had her favorite light blue and white cotton house dress – seemed like she
always wore that housedress. The ones that zip all the way up in the front with pockets for her
cigarettes and lighter. She didn't match but it didn't matter. It was just us. The kitchen smelled so
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good, I couldn't stay away. “Ma! Can I help you cook?”
She responded, “Go clean up first, Lee and I let you help stir the roux.” I was so excited
that I could help with such an important meal. Gumbo was our family’s favorite, and it must be
perfect. I made sure to clean up properly, and I went into the kitchen to pay close attention and
be careful to follow instructions. First, she gave me the huge wooden spoon to stir the roux. I felt
like an adult, responsible. But when I looked at the roux, it didn't look like my mamas roux.
After stirring around twice, I impatiently exclaimed, “Ma, something doesn't look right!”
She looked at me and said, “You must have patience. It will thicken in time.”
“How much time?” I pressed.
“Baby, you’ll just know.” she replied gently.
“But when can I put the sausage and other stuff in? I asked plaintively.
“…When it’s time, sweetheart,” she said softly.
“Well, when is that?” I inquired.
“Trust me,” she said, “it’s just something you know.”
Bored, and not willing to put in the effort, I slipped away to listen to New Edition on the
radio.
Now that Mama’s gone, I wish she would’ve written her recipe down or I would’ve been
a little more patient as I stirred. Nevertheless, I never learned how to cook gumbo. My mom
didn't cook with cookbooks, recipes, or measuring cups, but she was the best cook in the
neighborhood. When studying what makes an effective teacher, it’s not one thing, it’s many
things – like gumbo.
Sometimes there are things that make a teacher unique. It’s an attribute that is
unquantifiable like deciphering all the delicious ingredients made to prepare this gumbo, a highdemand, exquisite Louisiana dish. There are many methods of how to prepare the dish – all
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complex and requiring time and attention to be a successful dish.
When making gumbo, there are some non-negotiables, you must have. This study
concluded that qualities of teachers are important factors of effectiveness that you must have to
help improve literacy skills of students that are struggling. Passion, personalized interventions
and relationships with students are the basics. When making gumbo in Louisiana, we use a
'pinch' of this and a 'little bit of that' and ‘dash of this,' and so on until ‘something’ tells us it’s
enough.
Like cooking gumbo, teaching and RTI also involves some instinct but also, a great deal
of skill. Teacher A said in the interview that sometimes, “knowing what to do isn’t easy.”
Making instructional decisions “can be confusing because it’s not clear-cut like with programs
and basals.” RTI is multifaceted like our students. “There is no secret recipe for a good teacher.
You have to take risks and figure it out. Even with the complexities,”
Mrs. Royal says, “But I like RTI because in the end, you learn what works and how to make the
best decisions for kids – and to me, that’s being a great teacher. That's empowering.”
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APPENDIX A: INTERVIEW ITEMS
Interview Protocol were designed to about learn about teachers’ knowledge, experience,
reflection, influencing factors, perceptions and beliefs related to teaching and RTI (Johns, 1994).
1.Tell me about the path that led you to teaching.
2. Why did you choose to be a teacher?
3.What is RTI and what are your thoughts about the program?
4. How long have you been implementing RTI in your classroom?
5. What experiences have you had as you implemented RTI?
6. What successes have you had implementing the program?
7. What challenges have you had implementing the program?
8. What preparation have you had in the implementation of RTI?
9. How have your feelings, attitude, knowledge of the program changed since you began
implementing RTI in your classroom?
10. Do you feel adequately prepared to implement RTI to your students?
11. What trainings do you feel you need to master the implementation of RTI?
12. What do you attempt to accomplish in data chats?
13. How do you prepare for RTI sessions?
14. What happens during your RTI sessions?
15. How do you interact with your students during RTI?
16.What do you think your tier 2 students think about RTI? Do they enjoy it or not? What
student behaviors have you observed to indicate feelings?
17.How do you keep track of RTI sessions and the progress of students?
18. What do you think about the excessive numbers of African Americans (especially boys)
referred, evaluated, and qualifying for Special services.
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APPENDIX A: INTERVIEW ITEMS CONTINUED
19. Has RTI decreased the number of students referred for Special Education services in your
classroom?
20. What do you think is the key to the success you’ve seen in your classroom using the RTI
program?
21. Is there anything else you would like to tell me about your experiences with RTI?
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APPENDIX B: TFET EDUCATOR EVALUATION ASSURANCES

CSUSA Instructional Evaluation System 2015-2018
Teacher Evaluation: Postings and Assurances
Non-State Approved Evaluation Tool; District-Approved Evaluation Tool
Per MCL 380.1249: Beginning with the 2016-2017 school year, a school district, intermediate
school district, or public school academy shall post on its public website specific information about
the evaluation tool(s) used for its performance evaluation system for teachers. Complete language
(including requirements) for MCL 380.1249 can be found here.
This evaluation tool has been approved by the district, as the result of a review process
implemented with fidelity. The contents of this document are compliant with the law laid forth,
specifically pertaining to CSUSA Instructional Evaluation System 2015-2018.
Erin Lanoue
Printed Name of Superintendent
Signature of Superintendent
2015-16 school year
Date of Approval

Research Base for the Evaluation Framework, Instrument, and Process [Section 1249(3)(a)]
The Charter Schools USA family of schools has developed the Teacher Evaluation System (TES) for
2015-16 and beyond with the ultimate goal of increasing student learning growth by improving the
quality of instruction and maximizing teacher effectiveness outside of the classroom. A significant
portion, forty-five percent (45%), of the TES will be comprised of an evaluative Teacher Feedback
and Evaluation Tool (TFET), which aligns to the National Association of Elementary School
Principals (NAESP) and the National Association of Secondary School Principals (NASSP)
standards. The remaining metrics used to determine the final TES rating, along with each metric’s
weight in the final score, are as follows:
Student Academic Performance:
o Student Growth and Assessment: 25%
Instructional Practice:
o Teacher Feedback Evaluation Tool Score: 45%
o Deliberate Practice Plan (DPP) Score: 30%
Both evaluative and non-evaluative versions of the TFET are based on the research of Robert J. Marzano, the
Marzano Evaluation Model, and the AdvancED Effective Learning Environments Observation Tool.
Specifically, the research base for the TFET includes:

AdvancED Whitepaper. Examining Learning Environments: Results from AdvancED’s
Classroom
Observation
Tool.
Accessed
online
at
http://www.advanc-
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ed.org/sites/default/files/mobile_apps/eleot/eleot_wp.pdf
Marzano, Robert J. What Works in Schools: Translating Research into Action. Arlington,
Virginia: Association for Supervision and Curriculum Development, 2003, 2013.
Marzano, Robert J. The Art and Science of Teaching. Arlington, Virginia: Association for
Supervision and Curriculum Development, 2007.
Marzano, Robert J. et.al. Classroom Instruction that Works: Research-Based Strategies for
Increasing Student Achievement. Upper Saddle River, New Jersey: Prentice Hall, 2004.
Marzano, Robert J. et.al. Classroom Management That Works: Research-Based Strategies for
Every Teacher. Upper Saddle River, New Jersey: Prentice Hall, 2008.
Marzano, Robert J. Classroom Assessment & Grading that Work. Arlington, Virginia:
Association for Supervision and Curriculum Development, 2006.

Identification and Qualifications of the Author(s) [Section 1249(3)(b)]
The TFET is based primarily on the work of Robert J Marzano, PhD, who “is a nationally recognized
researcher in education, speaker, trainer, and author of more than 30 books and 150 articles on topics
such as instruction, assessment, writing and implementing standards, cognition, effective leadership,
and school intervention. His books include District Leadership That Works, School Leadership that
Works, Making Standards Useful in the Classroom, The Art and Science of Teaching, and Effective
Supervision.
His practical translations of the most current research and theory into classroom strategies are
internationally known and widely practiced by both teachers and administrators. He received a
bachelor’s degree from Iona College in New York, a master’s degree from Seattle University, and a
doctorate from the University of Washington. He is also Executive Director of the Learning Sciences
Marzano Center located in West Palm Beach, Florida, and of Marzano Research in Colorado.
Dr. Marzano believes that great teachers make great students: His Marzano Teacher Evaluation Model
has been adopted by school districts in all 50 states because it doesn’t just measure teacher ability, it
helps teachers get better, improving their instruction over time. Dr. Marzano has partnered with
Learning Sciences International to develop and implement the Marzano Teacher Evaluation Model,
the School Leader and District Leader Evaluation Models, and the Non-Classroom Instructional
Personnel Evaluation model, four complimentary evaluation systems that may be used with the
iObservation technology platform.
Founded in 2002, Learning Sciences International partners with schools and districts to develop
custom solutions for school improvement and professional development. With Robert Marzano,
Learning Sciences co-developed the Marzano Evaluation Models and was selected as the statewide
technical assistance provider for teacher evaluation implementation throughout the state of Florida.
Learning Sciences was selected by the Michigan Department of Education’s School Reform Office
to provide monitoring and technical assistance to Priority Schools. Learning Sciences offers
innovative technology, data analysis, research, consultation, and the tools and training to help schools
meet their challenges and reach their greatest potential in today’s high-stakes educational
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APPENDIX C: TFET TEACHER EVALUATIONS

CSUSA TFET

Teacher
Evaluation
CSUSA
‐ Mid‐Year
TFET
TFET Indicator
Well‐managed Learning Environment
Strategies are used which result in respectful student‐student and student‐teacher interactions.
Strategies are used which result in students following classroom expectations and working well with others.
Strategies are used which result in smooth and efficient transitions
Strategies are used which result in students knowing classroom routines, procedures, behavior expectations, and consequences
Equitable Learning Environment
Strategies are used which result in differentiated learning opportunities and activities
Strategies are used which result in equal access to classroom discussions, activities, resources, technology, and support
Strategies are used which result in expectations and consequences that are fair, clear, and consistently enforced
High Expectations Environment
Strategies are used which result in students knowing and striving to meet the high expectations
Strategies are used to ensure students ask/respond to questions that require higher‐order thinking (e.g., applying, evaluating,
synthesizing)
Supportive Learning Environment
Strategies are used to ensure students have positive attitudes about the classroom and learning.
Strategies are used to ensure students receive support and assistance to understand content and accomplish tasks
Active Learning Environment
Strategies are used to ensure students have several opportunities to engage in discussions with the teacher and other students
Strategies are used to ensure students are actively engaged in the learning activities.
Progress Monitoring and Feedback Environment
Strategies are used to ensure students demonstrate or verbalize understanding of the lesson/content.
Planning and Preparing
Strategies are used to ensure adherence to GVC
Strategies are used to plan for Units to cover all grade level standards within the timeframe of one school year; standards are
planned logically to scaffold learning for students over a single school year.
Strategies are used to ensure lessons are scaffolded within the scope of a single unit of instruction
Strategies are used to ensure there are opportunities created within a single unit of instruction for students to: process, elaborate,
record, and reflect when presented new information; practice and deepen understanding of previously‐taught content; extend
learning beyond the context of the classroom.
Strategies are used to ensure unit and lesson objectives are monitored and instruction is adjusted based on student data
Strategies are planned to address and accommodate needs of ELLs.
Strategies are planned to address and accommodate needs of special populations.
Strategies are planned to integrate student use of technology into lessons and activities.
Data‐Driven/Results
Strategies are used to communicate data results to all stakeholders, i.e. parents, students, teachers, administrators.
Operational Performance
Strategies are used to maintain gradebook and attendance sheets for all assigned students.
Strategies are used to ensure school‐wide routines and procedures are followed
Culture of Excellence
Strategies are used to ensure public support and promotion of CSUSA mission, vision, values.
Strategies are used to ensure work attire worn communicates professionalism and adherence to company dress policy
Strategies are used to ensure adherence to State Code of Ethics and CSUSA Policies/Procedures.
Strategies are used to gather observation and self‐assessment data to identify one to three areas from professional growth.
Strategies used to demonstrate collegiality and professionalism, maintaining positive working relationships with administration,
faculty, and staff.
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APPENDIX D: GENERAL LAYOUT OF TEACHERS’ CLASSROOMS
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APPENDIX E: STUDENT ENTRY FROM WRITING PORTFOLIO
BEGINNING OF THE YEAR
“MAP OF MY BEDROOM”
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APPENDIX F: STUDENT ENTRY FROM WRITING PORTFOLIO
“ THE FIRST THANKSGIVING”
MIDDLE OF THE SCHOOL YEAR

(Student name masked with star)
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APPENDIX F: CONTINUED
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APPENDIX G: GRAPHIC ORGANIZER INTERVENTION FROM 4TH GRADE TIER 2
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APPENDIX H: TIER 1 NO OPT OUT OF CORE -4TH GRADE MR KRIS
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APPENDIX H: CONTINUED
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APPENDIX H: CONTINUED
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APPENDIX H: CONTINUED WRITING RESPONSE
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APPENDIX I: WALL WORK FOR STUDENT REFERENCE
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APPENDIX I: WALL WORK CONTINUED
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APPENDIX J: STUDENT READING INTEREST INVENTORY
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APPENDIX J: INVENTORY CONTINUED
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APPENDIX K: LEARNING A-Z CORRELATION CHART
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APPENDIX L: STUDENT DATA FOLDER SAMPLE
READING LEVELS
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APPENDIX M: RTI DOCUMENTATION FORM

(Whitfield, 2016)
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APPENDIX N: RTI ANECDOTAL NOTES

Anecdotal Notes For Small Group Instruction
And Personalized Learning
Teacher ___________________________________________________"
Week of___________________________________________________"
"
Childs Name
!
!
!
1.!
!
!
!
2.!
!
!
!
3.!
!
!
!
4.!
!
!
!
5.!
!
!
!
6.!
!
!
!
7.!

Strength(s)

Area(s) for
Growth

Follow up Plan

!

!

!

!
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!

!
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!

!

!
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!

!

!

!

!
!
Created!by!Earlisha!Whitfield,!Ed.!S.!
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APPENDIX O: OBSERVATION FORM
Coaching)Observation)Form:)Guided)Reading
Coaching)Cycle)Goal:
Previous)Next)Steps)to)be)addressed)in)this)Lesson:
Observation)Notes:
PREPARATION

EVIDENCE

Identify)reading)strategy

Select)appropriate)level)text)that)will)give)
students)opportunities)to)practice
BEFORE)READING)(5)min)

EVIDENCE

Book)Introduction)(quick)gist)statement)
Name)the)reading)strategy)(make)it)specific)
model)strategy))
explain)strategy)and)give)an)example)
guided)practice)
Address)potential)challenges)in)text)(vocab,)
concepts,)format/structure)
• 1D2)
• show)in)context)of)text)and)how)you)might)
gather)clues)about)these)words)
•
•
•

DURING)READING)(10K12)mins)

EVIDENCE

Student)independently)apply)strategy
•
•

coach)students)individually/as)needed)
take)notes)on)reading)behaviors)used/not)
used)(can)be)used)for)teaching)point)after)
reading))

AFTER)READING

EVIDENCE

Begin)a)comprehension)conversation!)
•
•

deep)retell)
targeted)question(s))tied)to)target)

•

opportunity)to)follow)up)on)anything)
observed)during)reading)

Diagnose/FollowDup)on)confusion)D)prompt)as)
needed
Ask)a)mix)of)Qs)D)Factual,)Inferential,)Critical
Prompt)for)Habits)of)Discussion
)
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APPENDIX P: IRB APPROVAL FORM

ACTION ON EXEMPTION APPROVAL REQUEST

TO:

Earlisha Whitfield
Education

FROM:

Dennis Landin
Chair, Institutional Review Board

DATE:

November 13, 2018

RE:

IRB# E10223

TITLE:

Teachers as change agents: An investigation into the literacy practices of effective Tier 2
charter school teachers in South Louisiana

Institutional Review Board
Dr. Dennis Landin, Chair
130 David Boyd Hall
Baton Rouge, LA 70803
P: 225.578.8692
F: 225.578.5983
irb@lsu.edu
lsu.edu/research

New Protocol/Modification/Continuation: New Protocol
Review Date: 5/1/2017
Approved

X

Approval Date: 11/13/2018

Disapproved___________
Approval Expiration Date: 11/12/2021

Exemption Category/Paragraph: 1; 2b; 4a
Signed Consent Waived?: No
Re-review frequency: (three years unless otherwise stated)
LSU Proposal Number (if applicable):
By: Dennis Landin, Chairman
PRINCIPAL INVESTIGATOR: PLEASE READ THE FOLLOWING –
Continuing approval is CONDITIONAL on:
1. Adherence to the approved protocol, familiarity with, and adherence to the ethical standards of the Belmont Report,
and LSU's Assurance of Compliance with DHHS regulations for the protection of human subjects*
2. Prior approval of a change in protocol, including revision of the consent documents or an increase in the number of
subjects over that approved.
3. Obtaining renewed approval (or submittal of a termination report), prior to the approval expiration date, upon request
by the IRB office (irrespective of when the project actually begins); notification of project termination.
4. Retention of documentation of informed consent and study records for at least 3 years after the study ends.
5. Continuing attention to the physical and psychological well-being and informed consent of the individual participants,
including notification of new information that might affect consent.
6. A prompt report to the IRB of any adverse event affecting a participant potentially arising from the study.
7. Notification of the IRB of a serious compliance failure.
8. SPECIAL NOTE: When emailing more than one recipient, make sure you use bcc. Approvals will
automatically be closed by the IRB on the expiration date unless the PI requests a continuation.
*

All investigators and support staff have access to copies of the Belmont Report, LSU's Assurance with DHHS,
DHHS (45 CFR 46) and FDA regulations governing use of human subjects, and other relevant documents in print in
this office or on our World Wide Web site at http://www.lsu.edu/irb
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Louisiana State University, Baton Rouge, LA
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Louisiana State University, Baton Rouge, LA
Bachelor of Science, 2003
Elementary Education
Louisiana State University, Baton Rouge, LA
PROFESSIONAL CERTIFICATIONS
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Educational Leader, Level 1
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2007 Reading Specialist 1-12
2003 Elementary Education Grades 1-8
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